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Abstract Key Words
This study investigates the changes in primary school students’ perceptions of Attachment theory
their school, teachers, and school administrators during the COVID-19 COVID-19
pandemic. The study employs metaphors as a methodological tool to Metaphors
investigate alterations in primary school children's perceptions, framed through Pandemic

the lens of attachment theory. The research centers on two primary questions:
first, it explores how primary school students metaphorically perceive the
school; second, it examines how they metaphorically perceive school members,
including principals, vice principals, and teachers. The participants included
137 fourth-grade students who were studied during the 2020-2021 education
year. The research was qualitative in design. Data were collected using
structured questionnaires. The data were analysed and interpreted within an
attachment theory framework using qualitative methods. Analysis revealed that
some students' perceptions had changed, while others had remained the same.
The findings suggested that primary school students’ perceptions and
understanding of school leadership may have been affected by the COVID-19
pandemic. Nevertheless, the results showed that the underlying relationships
between pupils and teachers were resilient to the disturbances caused by the
pandemic.

Primary school
School metaphors
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Introduction

Pandemics and epidemics have historically triggered significant social and historical changes.
The COVID-19 pandemic represented a novel form of trauma with far-reaching neuropsychiatric,
economic, and mortality consequences. As such, this trauma affected essential educational outcomes
and various aspects of the school experience (Brunzell, Stokes & Waters, 2016; Kira et al., 2023).
Therefore, as Garmy et al. (2022) pointed out understanding how the pandemic has affected students'
perceptions of school and school staff has become an issue.

The COVID-19 pandemic has significantly impacted primary school students globally, leading
to disruptions in their education and mental health. School closures, implemented to control the spread
of the virus, have affected over 80% of children worldwide (Maharjan & Devkota, 2022). These closures
have resulted in interruptions in learning for more than 1 billion children (Hanno et al., 2022). The
sudden shift to remote, hybrid, or in-person learning formats has presented challenges for many students
(Hanno et al., 2022). In addition to academic challenges, school closures and the shift to distance
learning have deprived children of important social interactions, which can lead to feelings of isolation
and loneliness (Nagakumar et al., 2021).

Children's socio-emotional well-being is critical to their academic success, and attachment is
fundamental to their socio-emotional well-being (Bergin & Bergin, 2009). The attachment styles
established in the physical classroom environment have been attempted to be maintained through digital
interactions. However, the relationship between teacher and student, and therefore student and school,
has changed with distance learning. This transition, combined with the uncertainties surrounding the
pandemic, has created a new form of trauma for children (Ma et al., 2021).

As scholars (Di Pietro et al., 2020; Loades et al., 2020; Van Lancker & Parolin 2020) have
emphasised, the transition to distance learning and reduced social interactions have strained attachment
relationships, underscoring the need for targeted interventions to address students' attachment needs. In
addition, understanding how students feel about school during these challenging times can help
policymakers, educators, and families make informed decisions to effectively support students'
academic achievement, social and emotional well-being, and overall school experience (Yang et al.,
2022). It is therefore imperative to ascertain whether secure attachment relationships were maintained
during the pandemic, to facilitate students' healthy development in the post-pandemic era and to develop
strategies for coping with possible future epidemics.

Overall, the research indicates that attachment theory provides a valuable framework for
understanding the complex interplay between attachment relationships and primary students' well-being.
As a result, attachment theory provides an important framework for understanding the emotional and
social needs of primary school students and providing appropriate support.

Vural et al. (2022) discovered that students' metaphors related to the pandemic reflected the
significant impact of the pandemic on students' perceptions of their school environment. Therefore, this
study uses metaphors to determine whether primary school children's perceptions of school and school
staff changed during the pandemic. The study focuses on the following research questions:

1. How do primary school students metaphorically perceive school within the framework of
attachment theory?

2. How do primary school students metaphorically perceive school members (principals, vice
principal, and teachers) within the framework of attachment theory?

Theoretical Background
Attachment theory

This study is based on the fundamental framework of attachment theory, originally developed
by Bowlby and Ainsworth (1991). The theory posits that the emotional bonds formed between infants
and their primary caregivers are crucial for the child's psychological development and future relational
patterns. Bowlby (1977) emphasized that these early attachments serve as a prototype for all subsequent
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relationships throughout an individual's life, influencing emotional regulation, social competence, and
interpersonal dynamics (Howe et al.,, 1999; Xu, 2022). The theory suggests that when children
experience consistent and sensitive caregiving, they develop a secure attachment style, which fosters a
sense of safety and encourages exploration of their environment (Ainsworth, 1989; Mesman, Minter,
Angnged, Cissé, Salali & Migliano, 2018). Conversely, inconsistent or neglectful caregiving can lead
to insecure attachment styles, which may manifest as anxiety, avoidance, or ambivalence in adult
relationships (Genuis, 1994; Harms, 2011).

According to the theory, attachment styles refer to the patterns of expectations, needs, and
interactions that individuals develop in their relationships, primarily based on their early experiences
with caregivers. These styles are categorized into four main types: secure, anxious, avoidant, and fearful
attachment styles. Each style reflects different approaches to intimacy, trust, and emotional regulation
in relationships (Biilow, 2023; Darban, Safarzai, Koohsari & Kordi, 2020; Karna & Simon, 2024).

Individuals with a secure attachment style typically have positive views of themselves and
others. They are comfortable with intimacy and are generally able to establish healthy, trusting
relationships. Research indicates that secure attachment is associated with better emotional regulation
and resilience, leading to higher overall life satisfaction (Biilow, 2023; Darban et al., 2020; Kim et al.,
2021). Secure individuals are more likely to seek support from others and maintain stable relationships,
which contributes to their psychological well-being (Najafabadi, 2020). Anxiously attached individuals
often have a heightened sensitivity to their partner's emotional states and may exhibit clinginess or
dependency. They tend to worry about their partner's availability and may fear abandonment. This
attachment style is linked to lower self-esteem and difficulties in emotional regulation, which can lead
to relationship conflicts and dissatisfaction (Darban et al., 2020; Leary & Hoyle, 2009; Karna & Simon,
2024; Kim et al., 2021). Anxious individuals may also engage in maladaptive coping strategies, such as
excessive reassurance-seeking, which can strain their relationships (Kim & Miller, 2020). Those with
an avoidant attachment style often prioritize independence and self-sufficiency, leading them to distance
themselves emotionally from others. They may struggle with intimacy and have a tendency to suppress
their emotions. This style is associated with a lack of trust in others and a reluctance to rely on anyone,
which can hinder the development of close relationships (Choi & Min, 2019; Karna & Simon, 2024;
Martins Mendonca, Lasenby-Lessard & Davies, 2024). Finally, fearful attachment is characterized by a
combination of anxiety and avoidance. Individuals with this style desire closeness but simultaneously
fear it, leading to a push-pull dynamic in relationships. They often have a negative view of themselves
and others, which can result from traumatic experiences in childhood. This attachment style is associated
with significant challenges in emotional regulation and relationship stability (Karna & Simon, 2024;
Kim et al., 2021). Fearful individuals may find it difficult to trust others, leading to isolation and
loneliness (Maldar & Nayak, 2024).

Attachment theory has significant implications for education, particularly in basic education
settings. These bonds influence children's social, emotional, and cognitive development, which are
critical for their success in educational environments (Berlin, 2021; de Castro & Pereira, 2019).
Understanding attachment theory allows educators to create supportive learning environments that cater
to the emotional needs of students, thereby enhancing their academic performance and overall well-
being (Parker & Levinson, 2018). This theory defines the affective quality of the relationship between
teacher and child in primary schools. It examines three dimensions of the relationship: dependency,
closeness, and conflict. From this perspective, closeness explores the degree to which the child sees the
teacher as a safe haven. Dependence indicates that the child does not see the teacher as a safe base for
exploration. Finally, conflict refers to resistance and disharmony in insecure caregiver-child interactions
(Roorda, Zee & Koomen, 2021; Verschueren & Koomen, 2012).

The attachment relationships that students form with their teachers can significantly influence
their school adjustment, relational well-being, and academic performance. Teachers who are perceived
by students as close and supportive contribute to a positive learning environment that promotes students'
emotional well-being and engagement in school. These close teacher and student relationships are
consistent with the principles of attachment theory (Di Norcia et al., 2022), which emphasises the role
of secure attachments in promoting the social and emotional development of the students.
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Research has shown that the quality of attachments, particularly to teachers, is critical to
students' emotional well-being and overall development (Spilt et al., 2011). Secure attachments to
teachers are linked to positive outcomes for primary school students. These include increased resilience,
emotional stability, and academic success. Secure attachments provide students with a sense of safety,
trust, and support that is essential for their psychological growth and well-being. In addition to teacher-
student relationships, the broader school climate and culture also play a role in shaping students' well-
being (Milatz et al., 2015; Spence et al., 2022; Waaler et al., 2013). Therefore, secure attachments to
caregivers and teachers are critical for providing a sense of safety and support, which in turn influences
the primary school students’ overall well-being and academic success.

The disruptions caused by the pandemic, such as changes in daily routines, separation from
peers, and alterations in learning environments, have challenged students' attachments, potentially
leading to feelings of insecurity and anxiety. Research (Song, Vicman & Doan, 2022) has also shown
that changes in peer relationships have been linked to increased loneliness and mental health problems
among students during the pandemic. Therefore, especially in times of crisis, fostering positive
attachment dynamics in educational settings is essential to promoting the well-being of primary school
students and creating a nurturing environment that supports their social, emotional, and academic
development. By fostering secure attachments with teachers, and peers at school, students can develop
the emotional resilience and support systems necessary for students’ psychological growth and academic
success.

COVID-19 pandemic and schooling

The COVID-19 pandemic has profoundly affected students worldwide, especially those in
primary school. The effects of a pandemic can be observed across many aspects of their life, including
education, mental health, social interactions, and overall well-being. School closures and the shift to
distance learning have upended traditional classroom-based education and created many challenges for
primary school students. Many primary school students find it difficult to adapt and engage in this new
way of schooling due to limited access to Internet and technology, and lack of face-to-face interaction
with peers and teachers (Meinck, Fraillon & Strietholt, 2022; UNESCO, 2020a; UNESCO 2020b;
UNICEF, 2021).

Research suggests that prolonged school closures and disruptions led to learning losses, further
exacerbating educational inequalities among students. Those from disadvantaged backgrounds faced
more significant difficulties in accessing quality education and resources during the pandemic
(UNICEF, 2021).

The mental health and well-being of students has also been affected by the pandemic. Prolonged
periods of isolation, uncertainty, and anxiety have contributed to increased stress, loneliness, and
emotional difficulties among primary school students (London & Ingram, 2018; Meinck, et al., 2022;
Pincus et al., 2020; Talmus 2019; UNICEF, 2022;). The lack of social interactions and support systems
in schools has also impacted their overall emotional development, as regular face-to-face interactions
with peers and teachers foster social skills, emotional intelligence, and overall social development
(Rundle et al. 2020; UNICEF, 2021).

The pandemic has also exacerbated existing inequalities and vulnerabilities among primary
school students, disproportionately affecting those from low-income families, marginalised
communities and those with special needs. Access to technology, resources, and support systems has
posed significant challenges for these students (Schoeps et al., 2021).

Studies have revealed alarming statistics about the risk of dropout due to COVID-19. In 2020,
approximately 23.8 million children, adolescents, and young people were at risk including 5.2 million
primary and secondary school students being particularly affected (UNESCO, 2020b). Engzell, Frey
and Verhagen (2021) found that primary school students in the Netherlands experienced a learning loss
of 3 percentage points during the first eight weeks of distance education, emphasizing the gravity of the
situation.

In Tiirkiye, schools were closed between March 16 and March 30 in 2020 (MoNE, 2020). Then
distance learning via Internet and television was introduced for students. However, 39% of poor

108



Journal of Education, Theory and Practical Research 2025, Vol 11, Issue 2, 105-121 Asiye TOKER GOKCE

households with school-age children had access to the internet and devices in 2020 (Ergiin & Arik,
2020). As a result, many primary school students encountered obstacles accessing or adapting to online
educational platforms, because of limited technology and internet access, which limited their motivation
and engagement in face-to-face activitites with teachers and classmates (Atalay, 2021; Erglin & Arik
2020; Hurriyet, 2021; Tunca, Kesbi¢, & Gencer, 2021: TEDMEM, 2020). In addition, the enrollment
rate for children aged 6-9 is expected to decrease by 0.4 percentage points from the previous year,
resulting in an enrollment rate of 93.2% in the country (ERG, 2021). This decline highlights the risk of
increased dropout rates, with approximately 29,000 children in primary education facing the possibility
of leaving school (Chircop & Gimeno, 2021). Indeed, about 570,293 students aged 6-17 were out of
school in 2021-22 (Tunca et al., 2022).

Method

This study used a qualitative research design. Understanding students' perceptions about school
post-COVID-19 through metaphors is an effective approach to uncovering the complexity and depth of
these experiences and overcoming linguistic and methodological challenges. According to Overland
(2010), the nature of language and the experience being communicated present unique methodological
and ethical challenges. Translations are inherently epistemic approximations that are at least four steps
removed from the source. These steps include “how did the interviewer understand and translate my
question, and how did the interviewee understand it; how did the interviewer understand and translate
the answer, and how did I understand and present it”, and so on. Another dimension is added to
communication, even everyday communication, by the intervention of subjectivity between the
researcher and the participant. In this context, analysing primary students' experiences through
metaphors is an effective way to overcome these linguistic and experiential barriers.

Using metaphor, this study seeks to capture students' perceptions of the school environment and
the individuals within it. This method provides a more accurate reflection of students' subjective
experiences and perceptions, offering valuable insights for educators, policymakers, and researchers.

Participants

The study group consisted of 137 fourth-grade primary school students from a big industrial city
in Tirkiye. Because of the COVID-19 pandemic, these students received distance education between
2019 and 2021. Only toward the end of the second half of the 2021 academic semester were students
able to enroll in the school for face-to-face instruction. It is worth noting that some of the students faced
difficulties in accessing lessons due to technological drawbacks or economic conditions. Participants
gave informed consent and were allowed to withdraw at any time. Participants ranged in age from 9 to
10 years and were equally divided between females (n=69) and males (n=68).

Data Collection

Data were collected through questionnaires once students had returned to school for face-to-
face teaching in the second half of the 2021 academic year. The questionnaire included open-ended
statements designed to elicit students' perceptions of school, school principal, and teacher, and the
reasons behind these perceptions. The participants were asked to complete statements such as 'School is
like..." and 'Because...’.

The participants were students who had volunteered at the end of the 2020-2021 academic year.
The data collection process took an average of 30 minutes. Ethical guidelines were followed throughout
the study. This ensured the protection of participants' confidentiality, rights, and informed consent.
Official approval was received from the Ministry of National Education (MoNE), and consent for
student participation was obtained from the school principals for student participation. In addition,
students assured that they were free to withdraw from the study at any time.

Data Analysis

The collected data were analysed qualitatively. To ensure inter-coder reliability, the researcher
and a field expert analysed the data separately. The preliminary analysis was a review of the data
collection on the research topics. Then, metaphorical images and reasons given by respondents were
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selected and documented on a computer using a word processing program. The documented files were
printed out and prepared for metaphor analysis, which was subsequently conducted using the
methodology of Schechter et al. (2016).

These three steps were followed: condensing, coding, and categorizing. Data condensation is
the process of focusing, selecting, simplifying, transforming and/or abstracting the data that appear in
the entire body of written documents. Condensation makes the data more meaningful (Miles et al.,
2014). Therefore, in the first stage (condensation), the responses from the questionnaires were carefully
read to get a general idea of the variety of metaphorical images mentioned by the respondents. In this
stage, it was determined that not all the data collected could serve the purpose of the study and that the
expressions needed to be sorted (Miles et al., 2014). As a result, expressions that were not metaphors or
did not relate to the source were eliminated.

After the elimination process, the initial metaphor codes were created. Coding refers to
identifying one or more text passages that exemplify a thematic idea and assigning them a shorthand
label (Gibbs, 2012). According to Gibbs (2012), this process begins with simply reading the texts and
attempting to tease out what is happening. Therefore, the identified metaphors were coded thematically
(Cassell & Bishop, 2019) by two researchers. Then the codes of the two researchers were tested the
validity of our analyses by calculating the consensus rate using the formula “Reliability = Consensus/
(Consensus + Disagreement)” as suggested by Miles and Huberman (1994). The formula revealed a
consensus of 99%, meaning that the analysis was considered reliable for the research. For the remaining
1%, the researchers reached a consensus by mutually re-evaluating the data before presenting the
findings. While the metaphor analyst may strive to capture all metaphors in the dataset, it is common to
reduce the analysis to one or a limited number of domains that allow for thematic focus (Kimmel, 2012;
Deignan, Semino & Paul, 2019). Accordingly, metaphors were coded and categorised based on their
conceptual domains, and major labels were assigned to each classified image group (see Table 1).

Table 1. Example of the coding

Metaphorical group Images

School as a vehicle Airplane, car, bus

Categorizing is how we understand and deal with the complexity of data in everyday life.
Categorizing is a process that allows us to identify patterns and derive and justify our understanding
(Richards & Morse, 2012). This systematic process allowed for the identification of recurring metaphors
and their underlying conceptual mappings. Once the metaphors were coded and categorised, their
meanings were interpreted.

Findings and Discussion

The data analysis revealed several metaphors related to different aspects of the school
environment. Specifically, four metaphors were identified for school, three for school principals, three
for vice school principals, and two for teachers.

Metaphors about school

The results showed 24 images and four metaphors representing school as a source of learning,
a vehicle, a place of fun, and a place of love and trust. The metaphor labelled ‘school as a source of
learning’ consisted of images of ‘book, house of knowledge, knowledge, library, course, teacher, book
of knowledge, world, and cloud’. These images emphasise the role of school as a source of knowledge
and intellectual growth. Thus, it reflects students' recognition of school as a place where they acquire
essential knowledge and skills, emphasizing the primary function of schools as places of knowledge
acquisition and intellectual growth. Through the lens of aattachment theory, this result reflects students'
perceptions of school as a secure base for intellectual growth. According to attachment theory, a secure
base provides children with the confidence to explore and engage with their environment while knowing
they have a safe foundation to return to (Bowlby, 1998). In this context, the school functions as both a
place of intellectual stimulation and emotional security, fulfilling dual roles critical to child
development. The association of school with love and trust further reinforces the attachment-related
perspective. Positive relationships with teachers and peers in schools can mirror secure attachment
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relationships, fostering emotional well-being and enhancing learning outcomes (Ainsworth, 1989).
Moreover, the recognition of school as a place of fun highlights the role of positive emotions in the
learning process. Attachment theory underscores the significance of emotional safety in facilitating
exploration and engagement, key components of intellectual and social growth (Bowlby, 1998).

The metaphor ‘school as a source of learning’ underscores its role in intellectual development.
These perceptions align with attachment theory, which posits that secure attachments in educational
settings are vital for fostering a positive school experience and intellectual growth (Bergin & Bergin,
2009; Murray & Greenberg, 2000). Moreover, viewing school as a source of learning and intellectual
growth parallels the theory's assertion that secure attachments encourage cognitive development. So,
this result is in line with Graham (2005).

The metaphor labelled ‘school as a vehicle’ highlights the perception of education as a means
of transport towards future opportunities and personal growth. This metaphor is consistent with
attachment theory, which stresses the importance of secure educational relationships for student
development (Bergin & Bergin, 2009; O'Connor & McCartney, 2007). Within the framework of
attachment theory, Bowlby (1998) emphasizes the importance of secure relationships in enabling
individuals to explore their environment and pursue long-term goals. In this context, the perception of
school as a ‘vehicle’ resonates with the notion of the school serving as a secure base, providing students
with the emotional stability and support needed to embark on their journey toward personal and
academic development.

A secure attachment environment within schools, fostered by positive relationships with
teachers and peers, can empower students to view education as a pathway to achieving future aspirations.
This aligns with the idea that secure attachments encourage exploration and confidence, allowing
individuals to take risks and envision possibilities beyond their immediate circumstances (Ainsworth,
1989). By providing not only knowledge but also emotional support, schools can serve as "vehicles"
that drive students toward self-actualization and broader opportunities, both academically and
personally. Secure attachments with school staff provide a stable and supportive environment that can
increase students' confidence and motivation to pursue their goals. When students feel emotionally safe
and supported, they are more likely to be actively engaged in their education and view school as a
pathway to achieving their goals (Sabol & Pianta, 2012). This supportive relationship is a catalyst that
drives students toward academic success and personal development, much like a vehicle that propels
them forward on their educational journey (Murray & Greenberg, 2000). Furthermore, attachment
theory highlights the importance of predictability and consistency in relationships to foster a sense of
safety and trust (Bowlby, 1998). Schools that provide such consistency can instill in students the belief
that education is a reliable means of moving forward in life. This connection between emotional security
and future-oriented thinking reinforces the idea that schools, much like secure relationships, play a
foundational role in enabling growth and resilience.

The metaphor of ‘school as a place of love and trust’ is closely aligned with the principles of
attachment theory that emphasise the importance of secure, nurturing relationships in promoting
emotional well-being and positive developmental outcomes. The images included in this metaphor
reflect students' perceptions of school as a safe and nurturing place. Thus, this metaphor emphasises the
affective and social aspects of the school environment, suggesting that students perceive school as a safe
and nurturing place where they develop positive relationships with teachers and classmates. According
to attachment theory, a secure student-teacher relationship creates a foundation of trust and emotional
security that is essential for effective learning and personal growth (Bergin & Bergin, 2009). When
students feel loved and trusted in their school environment, they are more likely to exhibit higher levels
of motivation, actively participate in educational activities, and develop positive social behaviours
(Murray & Greenberg, 2000). This nurturing environment fosters a sense of belonging and emotional
security. These are critical for resilience and coping with stress (O'Connor & McCartney, 2007)
especially in times of crisis.

Finally, the ‘school as a place of fun’ metaphor reflects the role of positive emotional
experiences in enhancing student engagement and well-being, which is consistent with attachment
theory. According to Bergin and Bergin (2009), secure attachments to teachers and peers promote a
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sense of safety and belonging that can help students enjoy and participate in school. Viewing school as
an enjoyable environment suggests that students feel comfortable and secure in their educational
environment, which is essential for effective learning and social interaction. Secure attachments
facilitate positive emotions and attitudes toward school, transforming it into a place where students not
only learn, but also find joy and satisfaction in their daily experiences (Murray & Greenberg, 2000;
O’Connor & McCartney, 2007). As Sabol and Pianta (2012) emphasised, this pleasant school
atmosphere, reinforced by strong, supportive relationships, is critical to developing students' love of
learning and resilience.

) These findings are also consistent with the literature (Saban, 2011; Tulunay-Ates, 2016;
Oztabak, 2017; Ertan-Kantos & Gokce, 2022). Therefore, participants' perceptions of school did not
seem to be changed by the pandemic. Figure 1 shows the word cloud of the images participants created
for school.
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Figure 1. Participants' images for the school

Metaphors about school principal

The findings revealed 22 images and three distinct metaphorical categories: principal as
protector,” ‘principal as administrator,” and ‘principal as ‘authoritative power’. The metaphor labelled
as ‘principal as a protector’ included images of ‘brother, goodness, reliable person, angel, rock, uncle,
and helper.” The images associated with this category convey the students' belief that the principal is
someone they can rely on and trust. Therefore, this metaphor highlights the participant’s perception of
the principal as a figure of security and support. Bowlby (1982) posited that attachment figures, such as
caregivers, serve as sources of security and protection, enabling individuals to feel safe enough to
explore their environments and engage in growth-promoting activities. In the school context, the
principal, as a protector, fulfills this role by embodying qualities of reliability, safety, and emotional
support, akin to the functions of a secure attachment figure. Therefore, this metaphor aligns with
attachment theory’s emphasis on the importance of a secure base in fostering trust and resilience.
Students who perceive the principal as a ‘protector’ may feel a greater sense of safety within the school
environment, which, in turn, enables them to focus on learning, social relationships, and self-
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development. The symbolic association of the principal with terms like ‘rock’ or ‘angel’ further
underscores their role as a stabilizing force, providing emotional security amidst challenges or
uncertainties, a critical factor in promoting attachment-based security (Ainsworth, 1989).

Moreover, the protective metaphor indicates that students value the principal not only as an
authoritative figure but also as someone who actively safeguards their well-being. This relational
dynamic mirrors the caregiving role in attachment theory, where responsiveness and emotional
availability are crucial in establishing a secure relationship (Bowlby, 1988). When students perceive the
principal as a ‘helper’ or a ‘reliable person’ they may view the school as a supportive environment,
reinforcing the broader attachment framework of schools serving as secure bases for exploration and
growth.

The metaphor entitled ‘principal as administrator’ consisted of images of ‘father, administrator,
president, school owner, king, sun, continents, rock, mother, scientist, and bee’. The images associated
with this category suggest that students view the principal as someone with significant administrative
power and decision-making responsibilities. Therefore, this metaphor emphasises the principal's role in
organizational and managerial tasks within the school. Through the lens of attachment theory, the
principal serves as an attachment figure, analogous to a caregiver, whose authoritative and nurturing
presence helps to create a stable and secure school environment. Secure attachments to principals can
enhance students' academic success and emotional well-being by providing a reliable place to explore
and engage in educational experiences (Murray & Greenberg 2000), like secure attachments to teachers.

Finally, the metaphor labelled ‘principal as authoritative power’ included images of ‘soldier and
hero’. These images reflect a perception of the principal as a figure of authority and leadership. This
metaphor highlights students' recognition of the principal's leadership qualities and their belief in the
principal's ability to protect and guide the school community. In the context of attachment theory, this
perception may facilitate secure attachments in school environments where students feel supported and
guided by strong leadership. Conversely, if authoritative power is perceived as overly rigid or
intimidating, it may hinder the development of secure attachments, potentially affecting students'
emotional and academic well-being (O'Connor & McCartney, 2007). Thus, the metaphor highlights the
dual potential of authority figures to either foster a safe, trusting environment or contribute to feelings
of anxiety and insecurity, depending on the nature of their leadership and interactions with students
(Sabol & Pianta, 2012; Murray & Greenberg, 2000). Attachment theory suggests that authority figures,
such as principals, can serve as significant attachment figures, providing students with a sense of security
and stability (Bergin & Bergin, 2009). When students perceive their principal as a protector, it fosters a
safe and trusting school environment. The presence of such protective figures can buffer against stress
and promote resilience, thereby improving the overall school experience for students (Murray &
Greenberg, 2000). Moreover, this result is not consistent with the findings of Ertan-Kantos and Gokce
(2022). Therefore, the pandemic appears to have changed participants' perceptions of school principals.

The last two metaphors are consistent with those found by Gokg¢e and Biilbiil (2014) and Ertan-
Kantos and Gokce (2022). Therefore, participants’ perceptions of principals do not seem to have
changed as a result of the COVID-19 pandemic. However, the ‘principal as protector’ metaphor shows
that students also evaluate principals in terms of safety because of the pandemic. Figure 2 shows the
word cloud of the images participants created for school principal.
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Figure 2. Participants' images for the school principal
Metaphors about vice school principals

The findings identified 29 images and three metaphorical categories for vice principals: ‘Vice
school principal as helper,” ‘Vice school principal as protector,” and “vice school principal as executer.’
The metaphor labelled ‘vice principal as helper’ included images of ‘helper, mother, father, sunbeam,
waiter, servant, messenger, father half, and helper’. The images associated with this category indicate
that students view the vice principal as a caring and nurturing figure within the school environment.
According to attachment theory, such supportive figures in schools are critical for students to develop
secure attachments that promote positive school experiences and overall well-being (Bergin & Bergin,
2009; O'Connor & McCartney, 2007). Secure attachments to school authorities, such as vice principals,
can provide students with emotional security and a sense of stability which enhances their capability to
cope with the social and academic challenges of school life (Murray & Greenberg, 2000). These
supportive relationships act as a psychological ‘secure base’ that allows students to feel valued and
understood, thereby promoting their resilience and engagement in school (Sabol & Pianta, 2012).

Similarly, the metaphor labelled ‘Vice Principal as Protector’ consisted of images of ‘brother,
uncle, friend, goodness, angel, stone, tree, school bag, father half, mask, cotton, and dessert’. The images
associated with this category suggest that students view the vice principal as someone who provides
safety and security within the school, that is, as a figure of protection and support. Therefore, this
metaphor highlights the perception of the vice principal as a nurturing and protective figure within the
school environment. This is consistent with attachment theory, which emphasises the importance of
supportive and secure relationships in promoting emotional stability and resilience (Ainsworth et al.,
2015). Through the lens of attachment theory, such supportive figures serve as attachment figures,
reinforcing positive emotional connections and contributing to a nurturing school climate (Bergin &
Bergin, 2009; Murray & Greenberg, 2000). The presence of an assistant principal who embodies
protective qualities can significantly enhance students' sense of security, mirroring the role of primary
caregivers in early attachment processes (O'Connor & McCartney, 2007; Sabol & Pianta, 2012).

The metaphor labelled ‘Vice Principal as Executor’ includes images of ‘helper, workaholic,
manager, henchman, vice president, bird, teacher, and patriot’. These images suggest that students
perceive the vice principal as someone who takes charge and ensures the efficient functioning of the
school. Therefore, this metaphor emphasises the vice principal's role in managing operations,
overseeing policies, and performing various administrative tasks. As mentioned earlier, a secure
relationship with the school administration, including the vice principal, can help foster a supportive and
trusting school climate that improves students' academic and emotional well-being (Bergin & Bergin,
2009; Murray & Greenberg, 2000). Figure 3 shows the word cloud of the images participants created
for vice school principal.
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Figure 3. Participants' images for the vice principal

Metaphors about teachers

The results revealed 22 images and two sets of metaphors that illuminate how teachers are
conceptualised: ‘teacher as a source of knowledge’ and ‘teacher as loving and embracing.” The metaphor
labelled ‘Teacher as Source of Knowledge’ included images of ‘library, scholar, source of knowledge,
book, everything, professor, informant, boss, sun, light, mother, father, family, and notebook’. These
images suggest that participants view teachers as individuals who possess and share vast amounts of
knowledge. This metaphor is closely related to attachment theory. According to attachment theory,
when students perceive their teachers as sources of knowledge and support, they are more likely to
develop secure attachments characterised by trust, emotional security, and a sense of belonging in the
educational environment (Bergin & Bergin, 2009; Murray & Greenberg, 2000; O'Connor & McCartney,
2007; Sabol & Pianta, 2012). These secure attachments contribute to students' academic engagement
and emotional well-being as they feel valued and supported in their pursuit of knowledge and intellectual
growth within the school context.

The metaphor labelled ‘teacher as loving and embracing’ consisted of images of ‘mother, rose,
angel, flower, life, mermaid, mixed ice cream, and rainbow’. These images suggest that participants
perceive teachers as individuals who provide emotional support, love, and guidance. This metaphor
reflects participants' perceptions of teachers as figures who provide emotional nurturing, affection, and
supportive guidance in the educational context. This interpretation is consistent with attachment theory.
As scholars (Bergin & Bergin, 2009; Murray & Greenberg, 2000; O'Connor & McCartney, 2007; Sabol
& Pianta, 2012) have argued, secure attachments between teachers and students enhance students'
emotional resilience and create an environment that fosters learning and personal development.

These findings are consistent with those found by Ertan-Kantos and Gokce (2022). Therefore,
participants' perceptions of teachers did not seem to be changed by the pandemic. Figure 4 shows the
word cloud of the images participants created for teacher.
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Conclusion and Suggestions

The results suggest that the images and understandings of school principals among primary
school students may have been influenced by the COVID-19 pandemic. The protector metaphor
emphasises the principal's role in creating a nurturing and safe environment for students, while the
authoritative power metaphor portrays the principal as a figure of strength and influence. In conclusion,
the findings suggest that the pandemic may have had a nuanced effect on participants' perceptions of
principals. Consistent with attachment theory, the protector and authoritative power metaphors highlight
the dual roles of principals in fostering a safe and supportive school environment while providing strong
leadership and guidance. Despite the profound impact of the pandemic on various aspects of their lives,
it appears that participants' deep understanding of school, based on these attachment-based perceptions
of trust and authority, has remained largely unchanged. This resilience underscores the stability of
attachment-based relationships in educational settings. It also underscores the importance of secure
attachments in maintaining students' emotional and cognitive frameworks, even in times of crisis.
Similarly, the metaphors describing vice principals suggest that students perceive vice principals as
individuals who provide assistance, support, and protection to the school community. In addition, the
metaphors for vice principals reveal some similarities and differences compared to principals. These
findings can inform the development of policies and support mechanisms that align with student
expectations and enhance the effectiveness of vice principals in their roles. In conclusion, the metaphors
depicting the vice principal emphasise the perceived role of the vice principal. This finding also
promotes a safe and supportive school environment, which is similar to the role of a secure attachment
figure. Understanding these student perceptions can inform the development of targeted strategies and
support mechanisms that align with student expectations and enhance the overall effectiveness of vice
principals. These roles can also contribute to a nurturing school climate that promotes academic and
emotional well-being.

Participants perceive teachers in terms of their knowledge and nurturing qualities. By viewing
teachers as a source of knowledge, participants recognise the important role teachers play in facilitating
learning and intellectual development. These metaphors underscore the dual role of educators in
students' academic and emotional development. The recognition of teachers as central to learning and
intellectual growth is consistent with foundational aspects of attachment theory that emphasise the
importance of secure, supportive relationships in fostering developmental outcomes. In addition, the
metaphor of teachers as loving and embracing emphasises the significance of teachers' emotional
support and their ability to foster a positive and inclusive classroom atmosphere. In conclusion, these
metaphors highlight the dual role of teachers in intellectual and emotional development. Consistent with
attachment theory, these perceptions suggest that teachers provide essential emotional support that
promotes a safe and nurturing learning environment and educational guidance. It is noteworthy that
participants' perceptions of their teachers remained consistent even in the post-pandemic context. This
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finding suggests that the underlying attachment relationships between students and teachers were
resilient to the disruptions caused by the pandemic. This stability underscores the enduring importance
of secure attachments in educational settings, which continue to shape students' experiences and
perceptions regardless of external challenges.

The results of this study provide a foundation for further research and discussion on the
perceptions and roles of schools and school personnel. The findings enhance our understanding of
students' subjective experiences and can inform educational practices to foster more inclusive and
supportive school environments.

Understanding students' perceptions through attachment theory underscores the importance of
secure and supportive relationships in promoting positive teacher-student interactions and overall well-
being. These findings can inform educational practices aimed at strengthening teacher-student
relationships. Thus, educators and policymakers may gain valuable insights into the expectations, needs,
and aspirations associated with school, school leadership, and the teaching profession by exploring and
understanding students' metaphorical representations from an attachment perspective.

However, the study has several limitations, particularly in terms of generalizability. The findings
were derived from a specific sample of primary school students in a particular setting. The qualitative
nature of the study also limits the ability to make causal inferences and may be influenced by the
subjectivity of the researcher. Therefore, it is important to note that the metaphorical representations
captured in this study are based on the perspectives of the participants and may vary across different
cultural and educational contexts. Thus, further research is recommended to gain a clearer understanding
of the impact of the COVID-19 pandemic on students' understanding of the school and its internal
stakeholders.
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Abstract

Keywords

The aim of this study is to determine the level of giftedness awareness of parents
whose children attend Science and Art Center (SAC) and to examine their
giftedness awareness in terms of different variables. The participants of the
current study, which was conducted using the descriptive survey, one of the
quantitative research methods, are 436 parents of gifted students who attended
Science and Art Center in five different provinces in the 2022-2023 school year.
The Parental Awareness Scale (Parents with Gifted Children) and a Personal
Demographic Characteristics Information Form the researchers developed were
used as data collection tools. Due to the normal distribution of the data in the
study, parametric tests and descriptive analysis methods were used to analyze the
data. According to the data obtained from the study, the level of giftedness
awareness of the participating parents is high. As a result of this study, the
unrealistic misinformation, and prejudices of the parents of gifted children will
be identified, which will contribute to the early identification of gifted children
by their families and the recognition of their characteristics. Early interventions
will shorten the way to reach the goals set for these children in the long term. It
is thought that studies aiming to determine the factors affecting the awareness of
parents with gifted children and enabling them to be examined in terms of
different demographic characteristics by other researchers will contribute to the
literature.

Gifted
Parent
Awareness

Science and Art Center

About the Article

Sending date: 09.01.2025
Acceptance date: 18.05.2025
E-publication date: 31.08.2025

! Assist. Prof. Dr., Tokat Gaziosmanpasa University, Tiirkiye, gulizkaymakci@gmail.com, https://orcid.org/0000-0002-3428-5214

2 Teacher, Ministry of National Education, Tiirkiye, uzm.ilknurgurel@gmail.com, https://orcid.org/0009-0001-3705-6943

122


mailto:gulizkaymakci@gmail.com
https://orcid.org/0000-0002-3428-5214
mailto:uzm.ilknurgurel@gmail.com
https://orcid.org/0009-0001-3705-6943

Journal of Education, Theory and Practical Research 2025, Vol 11, Issue 2, 122-144 Giiliz KAYMAKCI, flknur GUREL

Introduction

Particularly before the 20th century, the definition of giftedness varied from today's standards
due to differences in the study of intelligence and the definitions of intelligence that existed at the time.
Historically, the term giftedness has been used to describe outstanding performance or extraordinary
achievement and the personal characteristics of those who have achieved success or achievement.
According to the Marland Report (1972), giftedness is defined as high performance in one or more
general intellectual abilities, academic areas, creative thinking, leadership, drawing and psychomotor
skills (Passow, 1993). Gifted individuals are more prepared than their peers and ready to learn advanced
materials deeper, faster and earlier than their peers (Makel et al., 2021). In this context, giftedness is a
term used to describe individuals who show exceptional ability or have the potential to show
extraordinary skills compared to others and who can show high levels of productivity and success
(McClain & Pfeiffer, 2012).

According to the Renzulli (2016), the three-ring model of giftedness combines general or special
talent, creativity and motivation above the average. Gifted individuals are said to differ from their peers
in terms of educational achievement or artistic abilities (Kennedy & Farley, 2018). Galton (1879), by
combining the themes of giftedness, genius, brilliance and intelligence, defines it as the ability to fulfil
difficult and strenuous tasks with competence, effort and hard work. Giftedness is a characteristic that
can be seen in anyone rather than being a characteristic seen only in some people (Akarsu, 2001).

Thurstone states that when the cognitive abilities of the individual come together like different
pieces of a jigsaw puzzle, they form intelligence. In this respect, the theory of mental abilities (group
factor) advocated by Thurstone states that the intelligence in gifted individuals is formed by the
combination of multiple and different mental factors at a high level (Wasserman & Bracken, 2012). As
a result of the research on gifted children, it has been revealed that these children have different
personality traits from normal children. Grubb (2008) categorized the characteristics of gifted
individuals as consistent and possible characteristics. Consistent traits include learning quickly and
easily, making good observations, having a strong memory, focusing attention, developing the ability to
think correctly, keeping motivation high and performing mathematical operations. Possible
characteristics include early reading, a sense of humor, curiosity, imagination and creativity (Hodge,
2006). Like other children, gifted children are children who need others to understand them, who need
physical activities beyond their abilities, who need to know their social and emotional needs, and who
need to be friends with children with similar characteristics. In comparison, others can show better skills
in many places, especially in academic performance (Ozbay, 2013). Gifted children think and feel
differently from their peers. Gifted children are self-confident and independent, successful in achieving
goals, eager to take responsibility, patient, determined and respect others' ideas and feelings. They are
susceptible to emotional situations, creative and perfectionist (Baysal et al., 2018; Freeman, 1986). Due
to their mental complexity, gifted children can think about what the world should be. They also see how
close or far away the world is from their ideals and sometimes feel profoundly disappointed and upset.
When they try to share their concerns with others, they may experience reactions such as rejection,
contempt, surprise or hostility (Webb, 1998). Children who differ significantly from their peers in
creative personality traits may be gifted students (Davis & Rimm, 2004). Gifted children come from
upper-class families, and their parents with upper socioeconomic status are usually highly educated and
have high-level professions (Avct, 2005). Families of gifted children have some unique characteristics.
When the characteristics of these families are analyzed, it is seen that these families are harmonious,
emotionally open, mutually supportive, flexible, inclined to involve their children in the decision-
making process, encourage independence and prefer spoken communication rather than physical
communication (Wingert, 1997). It has also been found that these families have high standards and tend
to show perfectionist characteristics (Enright & Ruzicka, 1989). In addition, the number of children in
families at this level is not high; they usually have one or two children (Gallagher, 1960).

The education of the gifted is an essential issue in developed countries because the correct and
appropriate education of these students significantly contributes to their countries and humanity (Citil,
2018). Science, technology, ideas and art movements that can become the turning points of societies are
not the products of people with average brain power. Some societies have not given importance to these
personalities, and others have not appreciated these treasures. It is seen that various educational models
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and practices have been created for gifted people, who are accepted as unique and different groups of
our age (Eng, 2005).

According to the Marland Report (1972), which was prepared to determine government policy
on gifted students in the United States of America and is still valid, gifted children need differentiated
education programs and services in addition to regular school programs to contribute to themselves and
society. In Tiirkiye, there are legal regulations for gifted children. The most well-known of these
regulations is the Wonder Children Law (1948), which, although limited, enabled gifted students to be
educated abroad for the first time (as cited in Altunya, 2006). It is seen that the countries with legal
regulations parallel with the principles of the Convention on the Rights of the Child are developed
countries (Levent, 2011). In Tiirkiye, there are Science and Art Centres (SACs) established by the
Ministry of National Education (MoNE) to provide education for gifted children by qualified teachers
in their fields of talent during out-of-school time (MoNE, 2019).

SACs are institutions established to provide supportive education to individuals enrolled in
formal education institutions and determined by relevant experts to have special talents in the fields of
music, painting or general talent, allowing them to use and develop their talents at a high level (Tiimen,
2019). In these institutions, individuals are trained in a project-based teaching model appropriate to their
ability levels and are expected to undertake projects in accordance with the required qualifications. After
being diagnosed with special talent, students continue their education in science and art centers starting
from the second grade of primary school until the last grade of high school (Su et al., 2017). Students
first receive an adaptation program, followed by a five-stage education consisting of support education,
individual talent recognition, special talent development and project production (Sezginsoy, 2007).

With proper education, gifted individuals benefit society and humanity in their countries and
the world with their successful research. Countries that have gifted individuals and are aware of their
potential change their plans accordingly by considering the characteristics of these students when
developing gifted education programs (Cutts & Moseley, 2004). Positive parental interaction with a
gifted child promotes the unique needs of parents and children arising from giftedness and improves
family functioning. In this regard, it is emphasized that family activities and meetings, in which all
family members participate together, should be planned to allow the gifted child and parents to express
their feelings and thoughts accurately (Clark, 2013).

Families recognize children who start reading early, have a rich vocabulary, strong memory,
creative problem-solving and logical reasoning skills, long attention span, high concentration and
curiosity (Worrell & Erwin, 2011). An adequately structured family assessment scale or checklist allows
families to understand and evaluate their gifted children even if they know nothing about giftedness
(Schader, 2009). The family should understand that they have priority and critical position in developing
the child's skills and achievements (Bloom & Sosniak, 1981). Unexpected failures of gifted students are
caused by the gifted individual himself/herself and the environment (family, school, teacher, etc.)
(Freeman, 2011). Daglioglu and Suveren (2013), in a study conducted with preschool children, their
families and teachers, found that parents were better than teachers in identifying gifted children.

As a result of the research conducted by Afat (2013), it was concluded that the training program
designed to increase awareness about the general and qualitative characteristics of gifted children and
their relationships caused a positive change in parents' awareness. It was found that there was a
significant difference in parents' awareness, especially in the stress-conflict, perfectionism and
motivation-success sub-dimensions. Acar-Arican (2019) examined the effect of an 8-session
bibliotherapy-based family education program given to parents with gifted children on parental
awareness and concluded that a bibliotherapy-based family education program increased parental
awareness. Ipek (2019) conducted a study on the observations of parents of gifted preschool children
about their children and concluded that families did not realize that their children were gifted in the
preschool period. It was stated that families with gifted children need to realize that these children are
gifted and then they should seek for the support required for their cognitive and social development in
the best way. On the other hand, the majority of parents and some of the teachers supported the
implementation of a differentiated curriculum. According to the study, parents were more positive than
teachers about the early identification of gifted children and the implementation of a differentiated
curriculum. Kalem and Sentiirk (2019) developed an achievement test for parents of gifted students.
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This achievement test is thought to raise awareness about giftedness and help those who want to work
on these issues.

In the report prepared by the Grand National Assembly of Tirkiye on gifted children
(Parliamentary Research Commission Report [MAK], 2012), some misconceptions about gifted
children are believed to be changed with the education given in the family and school. Examples of
these beliefs are as follows: behavioral and mental problems can be observed in gifted children, gifted
children may develop earlier than their peers and sometimes early death may occur, gifted children are
overactive, gifted children may have difficulty adapting to society and may be perceived as asocial by
society, the last child born in a family is most likely to be gifted, if you educate gifted children very
well, we will create a single elite class, gifted children enjoy humiliating others, and gifted children are
constantly studying in their class. Families, being ahead of their stunted peers, differ from a very young
age (Delisle, 2006). The family's doubts and uncertainty about the child's differences continue until the
child starts school, an environment where he/she can be compared better with his/her peers. A child with
gifted potential may be caught by his/her teacher at school. For this reason, it may be beneficial to bring
the diagnosis to an earlier period (Ihlamur, 2017). Scott et al. (1992) surveyed white, Hispanic and black
parents of children in a gifted program in a large urban school district in the United States and found
that among the three groups of white, Hispanic and black parents, there were differences between white
parents and the two minority groups in terms of the percentage of parents who requested that their
children be evaluated for possible placement in the gifted and talented program. Latino and black parents
were less likely than white parents to request that their children be evaluated for possible placement in
a gifted program.

Ensuring that gifted students are more compatible with society and increasing their
competencies by starting education at an early age, like all other special education students, is one of
the main objectives of the education system of our country. Early identification of gifted children,
especially by their parents, recognition of the characteristics of these children, identification of
unrealistic misinformation and prejudices and early intervention with the necessary support will shorten
the path to achieving the goals set for these children in the long term. In addition, Caliskan (2017) stated
that parents pay more attention to doing activities related to education when their children are diagnosed
as gifted. At this point, based on the fact that in order to achieve the desired behavioural change,
awareness should be raised first (Leana-Tascilar, Ozyaprak &Yilmaz 2016). It is important to support
families in order to educate gifted students with appropriate parental approaches, and this study is
considered to be important because it contributes to the literature by making the qualities and
characteristics of gifted children more understandable and contributing more to their education.
Considering all these, this study aims to determine the level of awareness of the parents whose children
are diagnosed as gifted and to examine the effect of demographic variables on their awareness.

In this regard, the main problem of this study is the level of giftedness awareness of parents
whose children are diagnosed as gifted. In this study, answers to the following sub-problems were
sought.

1. What is the level of giftedness awareness of the parents whose children attend SAC?

2. Does the giftedness awareness of the parents whose children attend SAC vary significantly
depending on whether being a mother or a father?

3. Does the giftedness awareness of the parents whose children attend SAC vary significantly
depending on the education level of parents?

4. Does the giftedness awareness of the parents whose children attend SAC vary significantly
depending on the age of parents?

5. Does the giftedness awareness of the parents whose children attend SAC vary significantly
depending on the occupation of parents?

6. Does the giftedness awareness of the parents whose children attend SAC vary significantly
depending on the birth order to the gifted child?
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Method
Sample

The population of this study consists of the parents of students who are diagnosed as gifted and
who receive education in SACs in Tiirkiye. The study group consists of 436 parents with gifted children
who are attending SACs located in five different provinces. In the selection of the participants, the
purposive sampling method was used. The strength of this method is that it allows access to people rich
in information (Patton, 2002).

Table 1. Characteristics of the parents who participated in the study

Characteristics Type N %
Parenting Status Mother 188 43.1
Father 248 56.9
Total 436 100.0
Mother's Education Primary school 0 .00
Level Secondary school 0 .00
High school 131 69.7
Bachelor’s 23 12.2
Master’s 34 18.1
Doctorate 0 .00
Total 188 100.0
Mother's Age 20-25 0 .00
26-35 18 9.6
36-45 109 58.0
46-55 61 324
56-65 0 .00
Total 188 100.0
Father's Education Level Primary school 0 .00
Secondary school 0 .00
High school 22 56.0
Bachelor’s 139 8.9
Master’s 66 26.6
Doctorate 21 8.5
Total 248 100.0
Father's Age 20-25 0 .00
26-35 9 3.6
36-45 126 50.8
46-55 113 45.6
56-65 0 .00
Total 248 100.0
Mother's Profession Health Sector 27 14.4
Education sector 77 41.0
Other 0 .00
Non-working 84 44.7
Total 188 100.0
Father's Profession Health Sector 17 56.7
Education sector 110 44 .4
Other 121 8.5
Non-working 0 .00
Total 248 100.0
Number of Children 1% Child 146 335
2" Child 174 39.9
3% Child 116 26.6
Total 436 100.00
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As seen in Table 1, 436 parents participated in the study, 188 (43.1%) of whom were mothers
and 248 (56.9%) were fathers. When the education levels of the mothers were examined, it was found
that 131 (69.7%) are high school graduates, 23 (12.2%) hold a bachelor’s degree and 34 (18.1%) hold a
graduate degree. When the ages of the mothers were analyzed, it was found that 18 (9.6%) are aged 26-
35, 109 (58.0%) are aged 36-45 and 61 (32.4%) are aged 46-55. When the ages of the fathers were
analyzed, it was found that 9 (3.6%) are aged 26-35, 126 (50.8%) are aged 36-45 years and 113 (45.6%)
are aged 46-55. When the education level of the fathers was examined, it was found that 22 (56.0%) are
high school graduates, 139 (8.0%) hold a bachelor’s degree, 66 (26.6%) hold a master’s degree and 21
(8.5%) hold a doctoral degree. When the occupations of the mothers were examined, it was seen that 27
(14.4%) of them work in the health sector, 77 (41.0%) in the education sector and 84 (44.7%) do not
work. When the occupations of the fathers were analyzed, it was found that 17 (56.7%) are in the health
sector, 110 (44.4%) are in the education sector, and 121 (8.5%) are in other occupations. When the
number of children of the parents participating in the study was examined, it was found that 146 (33.5%)
have the first child as the gifted child, 174 (39.9%) have the second child as the gifted child and 116
(26.6%) have the third child as the gifted child.

Data Collection Tool

This study used two data collection tools: a “Demographic Characteristics Information Form'
and the 'Parental Awareness Scale (Parents with Gifted Children)'. The 'Demographic Characteristics
Information Form' developed by the researcher was used as the first data collection tool to elicit
information about the demographic characteristics of the parents including whether they are a mother or
a father, education level, mother's age, father's age, occupational group and number of children. This
study's second data collection tool is the 'Parental Awareness Scale (Parents with Gifted Children)'. The
Parental Awareness Scale, developed by Afat and Konik (2018), is a 5-point Likert scale consisting of
39 items and four sub-dimensions developed to measure parents' awareness of the education of their
gifted children. Sub-dimensions were defined as Stress-Conflict, Perfectionism, Motivation-Success,
Self-Management-Responsibility. The scale is a four-factor awareness scale designed for parents of
gifted students. The answers are given on a 5-point Likert type scale as ‘Strongly Agree (5)° and
‘Strongly Disagree (1)’. There are no negative items on the scale. According to the confirmatory factor
analysis (CFA) in the scale development study, it was seen that the model provided a good fit to the data
set (y2/sd = 2; CFI = .82; GFI = .65; NFI = .69; NNFI = .8; RMSEA = .090). The Cronbach Alpha
reliability value obtained in the development study of this scale was .83, and it was determined that the
Cronbach Alpha reliability value for the current study was .89. It was seen that the 'Parental Awareness
Scale (Parents with Gifted Children)' used in the study was reliable. The lowest score to be taken from
the scale is 39 while the highest score is 195. A score between 39 and 91 points means low level of
awareness, a score between 92 and 142 points means a medium level of awareness and a score between
143 and 195 means a high level of awareness.

Data Collection

In order to carry out this study, the necessary permissions were obtained, and the implementation
of the data collection tools was started. During the collection of the data, the following points were taken
into consideration.

e The completion of the data collection tools lasted an average of 20 minutes.

e Before the administration of the data collection tools, the purpose of the study was explained
to the participants and data collection tools were introduced.

o After the arrangement of the data collection tools, the participants were asked to read the
instructions related to the data collection tools.

e During the application, the participants were accompanied by the researchers to answer any
question that might emerge.

Analysis of Data

The parents’ awareness level of giftedness was determined through descriptive statistical
analyses such as frequency and percentage calculations, arithmetic mean and standard deviation. After
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the normality tests of the sample (Kolmogorov Smirnov) were performed, t-tests and ANOVA were
used in the data set. SPSS 20 statistical program was used for data analysis.

Research Ethics

In all the stages of this study, care was taken not to violate ethical rules. Ethics committee
permissions for the study were obtained as a result of the decision of Tokat Gaziosmanpasa University
Ethics Committee dated 16.05.2023, session 08 and numbered 01-54.

Findings

This section presents the findings from the analyses for the sub-problems formed in line with
the research aim in the tables. The arithmetic means and standard deviations of the level of giftedness
awareness of the parents and the frequency and percentage distributions of the level of awareness of the
parents obtained as a result of the analyses carried out for the first sub-problem of the study, are given
in Table 2.

Table 2. Distribution of the parents’ level of giftedness awareness

Level of Giftedness Awareness

Child dimensions Low Middle High X SD
N % N % N %

Stress conflict 83 19.0 194 145 159 36.5 4833  12.05

Perfectionism 49 11.2 335 76.8 52 119 21.37 425

Motivation-success 77 177 156 35.8 203 46.6 30.07  8.17

Self-management-responsibility 15 3.4 156 35.8 265 60.8 3020  5.57

Total scale score 44 10.1 253 58.0 139 319 129.89 2398

When Table 2 is examined, it is seen that the arithmetic mean of the parents’ level of giftedness
awareness in the stress-conflict sub-dimension is 48.33 and the standard deviation is 12.05; the
arithmetic mean in the perfectionism sub-dimension is 21.37, and the standard deviation is 4.25; the
arithmetic mean in the motivation-success sub-dimension is 30.07 and the standard deviation is 8. 17;
in the self-management-responsibility sub-dimension, the arithmetic mean is 30.20 and the standard
deviation is 5.57. In general, 44 parents (10.1%) have a low level of giftedness awareness, 253 parents
(58.0%) have a medium level of giftedness awareness and 139 parents (31.9%) have a high level of
giftedness awareness.

The results of the independent samples t-test conducted to answer the research question “Does
the giftedness awareness of the parents whose children attend SAC vary significantly depending on
whether being a mother or a father?' are given in Table 3.

Table 3. Results of the independent samples t-test conducted to determine whether the parents’ levels of awareness
vary significantly depending on being a mother or a father
Mother or S

Sub-Dimensions Father N X SD t p 12
Stress-conflict Mother 188  49.26  10.71

444 15 .01
Father 248  47.61 12.95

Perfectionism Mother 188 21.02 410 -149 .14 .01
Father 248  21.63 4.34

Motivation-success Mother 188 3245 7.40 554 .00 .06
Father 248  28.27 8.28

Self-management - Mother 188  31.21 4.51 347 .00 .03
responsibility Father 248 2943 6.16

Total scale score Mother 188 13396 20.00 325 .00 .02
Father 248  126.76  26.21
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When Table 3 is analyzed, it is seen that parents’ giftedness awareness varies significantly
depending on whether being a mother or a father [tuss) =3.25, p<.05]. In terms of sub-dimensions, it is
understood that there is a significant difference in 'motivation-success and 'self-management-
responsibility’ sub-dimensions [tuss =5.54, p<.05], [tu34) =3.47, p<.05], but there is no significant
difference in 'stress-conflict' and 'perfectionism' sub-dimensions [tuss) =4.44, p>.05], [tuss) =-1.49,
p>.05]. Accordingly, as a result of the independent sample t-test, significant differences were found
between the groups in the “motivation-success” sub-dimension with a medium effect size (2= .06), in
the “self-management-responsibility” sub-dimension (2= .03) and in the overall scale with a small
effect size (n2=.02).

It is seen that 188 of the 436 participants are mothers and 248 are fathers. When Table 3 is
analyzed, it is seen that the highest mean score of giftedness awareness is obtained in the 'stress-conflict'
sub-dimension for the mothers (X = 49.26) and in the 'stress-conflict' sub-dimension for the fathers (X
=47.61). The lowest giftedness awareness mean score for both the mothers and the fathers was obtained
in the sub-dimension of perfectionism (X =21.02) and (X =21.63). In terms of the overall scale, it was
found that the mean giftedness awareness score of the mothers (X =133.96) is higher than the mean
score of the fathers (X =126.76).

The sub-problem of the study, ‘Does the giftedness awareness of the parents whose children
attend SAC vary significantly depending on the education level of parents?’, was tested with one-way
analysis of variance (one-way ANOVA) to see whether the parents’ giftedness awareness varies
significantly depending on the education level of parents. The findings obtained from the mothers are
given in Table 4 and Table 5.

Table 4. Arithmetic mean and standard deviation values of the mothers’ giftedness awareness in relation to the
education level of mothers

Sub-factors Education level N X SD
Stress-conflict Primary school 0 .00 .00
Secondary school 0 .00 .00
High school 131 50.10 11.2
Bachelor’s 23 53 3.00
Master’s 34 43.47 9.60
Doctorate 0 .00 .00
Total 188 49.26 10.1
Perfectionism Primary school 0 .00 .00
Secondary school 0 .00 .00
High school 131 20.50 4.70
Bachelor’s 23 20.91 41
Master’s 34 23.11 1.53
Doctorate 0 .00 .00
Total 188 21.02 4.10
Motivation Primary school 0 .00 .00
success Secondary school 0 .00 .00
High school 131 33.34 7.24
Bachelor’s 23 34 .00
Master’s 34 28 8.87
Doctorate 0 .00 .00
Total 188 32.46 7.40
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Table 4. Arithmetic mean and standard deviation values of the mothers’ giftedness awareness in relation to the
education level of mothers (Continued)

Sub-factors Education level N X SD
Primary school 0 .00 .00
Self- Secondary school 0 .00 .00
f;:ggﬁ:fgﬁ‘:tty High school 131 31.51 423
Bachelor’s 23 33.30 4.26
Master’s 34 28.67 4.77
Doctorate 0 .00 .00
Total 188 31.21 4.51
Total scale Primary school 0 .00 .00
score Secondary school 0 .00 .00
High school 131 135.47 19.79
Bachelor’s 23 141.21 7.07
Master’s 34 123.27 23
Doctorate 0 .00 .00
Total 188 133.96 20

When Table 4 is analyzed, it is seen that 131 of the mothers are high school graduates, 23 hold
a bachelor’s degree and 34 hold a master’s degree. The results of the variance analysis on whether the
difference between the arithmetic means is statistically significant are presented in Table 5.

Table 5. ANOVA results of giftedness awareness scale scores according to the level of education of the mothers

Sub-factors Source of Sum of df Mean F p
Variance Squares Square

Between-Groups 1555.26 2 77.62 7.22 .00
Stress-conflict  Within-Groups 19902.97 185 107.59

Total 21458.23 187 -

Between-Groups 184.77 2 92.38 5.77 .00
Perfectionism  Within-Groups 2962.10 185 16.01

Total 2145823 187 -
Motivation Between-Groups 833.12 2 416.56 8.18 .00
success Within-Groups 94119.54 185 50.92

Total 10252.67 187 -
Self- Between-Groups 331.01 2 165.50 8.80 .00
management- Within-Groups 3479.044 185 18.80
responsibility o) 3810.06 187 i

Between-Groups 5397.61 2 2698.80 7.20 .00
Total scale score  Within-Groups 69441.12 185 375.36

Total 74838.73 187 -

The analyses given in Table 5 show a statistically significant difference in the giftedness
awareness of the mothers depending on the education level [Fp.i1g5= 7.20, p<.05]. When analyzed in
terms of sub-dimensions, it was concluded that there was a statistically significant difference in all the
sub-dimensions (stress-conflict, perfectionism, motivation-success, self-management-responsibility)
[F(2.185)= 7.22, p<.05], [F(2.185)= 5.77, p<.05], [F(z.lgs): 7.8.18, p<.05], [F(2.185)= 8.80, p<.05].

Whether there is a statistically significant difference in the giftedness awareness of the fathers
depending on the education level was tested with one-way analysis of variance ANOVA, and the
findings are given in Table 6 and Table 7.
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Table 6. Arithmetic mean and standard deviation values of the mothers’ giftedness awareness in relation to the
education level of fathers

Sub-Dimensions Level of N X SD
education
Stress-conflict Primary school 0 .00 .00
Secondary school 0 .00 .00
High school 22 1.80 93
Bachelor’s 139 2.35 .64
Master’s 66 1.48 .61
Doctorate 21 2.33 .66
Total 248 2.07 76
Perfectionism Primary school 0 .00 .00
Secondary school 0 .00 .00
High school 22 2.32 .65
Bachelor’s 139 1.80 46
Master’s 66 2.17 41
Doctorate 21 1.86 .36
Total 248 2.02 A48
Motivation-success Primary school 0 .00 .00
Secondary school 0 .00 .00
High school 22 2.00 1.02
Bachelor’s 139 2.27 .52
Master’s 66 1.68 91
Doctorate 21 1.29 46
Total 248 2.09 74
Self-management - Primary school 0 .00 .00
responsibility Secondary school 0 .00 .00
High school 22 2.27 .63
Bachelor’s 139 2.65 .60
Master’s 66 2.14 .35
Doctorate 21 2.67 .66
Total 248 2.48 .60
Total scale score Primary school 0 .00 .00
Secondary school 0 .00 .00
High school 22 123.60 45.43
Bachelor’s 139 134.35 20.99
Master’s 66 110.98 25.40
Doctorate 21 134.23 19.60
Total 248 127.16 26.97

When Table 6 is analyzed, it is seen that 22 of the fathers are high school graduates; 139 of them
hold a bachelor’s degree, 66 of them hold a master's degree, and 21 of them hold a doctoral degree. The
results of the variance analysis on whether the difference between the arithmetic means is statistically
significant are presented in Table 7.
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Table 7. ANOVA results of giftedness awareness scale scores according to the level of education of the fathers

Sub-Dimensions Source of Sum of df Mean F p
Variance Squares Square
Stress-conflict Between-Groups 36.57 3 12.20 2791 .00
Within-Groups 106.11 244 43
Total 142.68 247 -
Perfectionism Between-Groups 510 3 1.70 8.02 .00
Within-Groups 51.79 244 21
Total 5690 247 -
Motivation success  Between-Groups 16.24 3 5.43 11.25 .00
Within-Groups 117.76 244 49
Total 134.04 247 -
Self-management- Between-Groups 1337 3 4.46 14.60 .00
responsibility Within-Groups 74.53 244 .30
Total 87.90 247 -

Total scale score Between-Groups 25791.04 3 8597.01 13.63 .00
Within-Groups 153809.05 244 630.37

Total 179600.89 247 -

The results of the analyses given in Table 7 show a statistically significant difference in the
giftedness awareness of the fathers depending on the education level [Fi.o44= 13.63, p<.05]. When
analyzed in terms of sub-dimensions, it was concluded that there was a statistically significant difference
in all the sub-dimensions (stress-conflict, perfectionism, motivation-success, self-management-
responsibility) [Faa4as= 27.91, p<.05], [F244= 8.02, p<.05], [F3-240= 11.25, p<.05], [F3244= 14.60,
p<.05].

The sub-problem of the study, ‘Does the giftedness awareness of the parents whose children
attend SAC vary significantly depending on the age of parents?’ was tested with ANOVA. The findings
obtained from the mothers are given in Table 8 and Table 9.

Table 8. Arithmetic mean and standard deviation values of the giftedness awareness scale according to the age of
the mothers

Sub-Dimensions Age N X SD
Stress-conflict 26-35 years old 18 58.9 4.30
36-45 years old 109 47.11 9.03
46-55 years old 61 50.26 12.97
Total 188 49.26 10.71
Perfectionism 26-35 years old 18 19.95 3.83
36-45 years old 109 20.79 3.07
46-55 years old 61 21.77 4.18
Total 188 21.02 4.10
Motivation-success  26-35 years old 18 34.61 1.72
36-45 years old 109 31.08 6.62
46-55 years old 61 34.27 9.10
Total 188 32.46 7.40
Self-management-  26-35 years old 18 30.50 2.81
responsibility 36-45 years old 109 31.79 473
46-55 years old 61 30.41 4.42
Total 188 31.21 4.52
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Table 8. Arithmetic mean and standard deviation values of the giftedness awareness scale according to the age of
the mothers (Continued)

Sub-Dimensions Age N X SD

Total scale score 26-35 years old 18 143.84 8.35
36-45 years old 109 130.77 17.54
46-55 years old 61 136.72 24.85
Total 188 133.96 20.00

When Table 8 is analyzed, it is seen that 18 of the mothers are between 26 and 35 years old, 109
are between 36 and 45 years old, and 61 are between 46 and 55 years old. The results of the variance
analysis on whether the difference between the mean scores of the mothers is statistically significant are
presented in Table 9.

Table 9. ANOVA results of the giftedness awareness scale according to the age of the mothers

Sub-Dimensions Sour.ce of Sum of Sd Mean F p
Variance Squares Square
Between-Groups 2233.97 2 1116.98 10.80 .00
Stress-conflict Within-Groups 19224.26 185 103.92
Total 21458.23 187 -
Between-Groups 60.99 2 30.49 .83 .00
Perfectionism Within-Groups 3085.88 185 16.68
Total 3146.87 187 -
o Between-Groups 491.87 2 245.93 4.66 .00
Motivation Within-Groups 9760.80 185 52.76
success
Total 10252.66 187 -
Between-Groups 84.66 2 42.33 2.10 .00
Self-management- g5 Groups 3725.40 185 20.13
responsibility
Total 3810.10 187 -
Between-Groups 3368.27 2 1984.13 4.36 .00
Total scale score In-Groups 7141047 185 386.33
Total 71838.74 187 -

When Table 9 is analyzed, it is seen that there is a statistically significant difference in the
giftedness awareness of the mothers depending on their age [Fp.135= 4.36, p<.05]. When analyzed in
terms of the sub-dimensions, it was concluded that there was a statistically significant difference in all
the sub-dimensions (stress-conflict, perfectionism, motivation-success, self-management-
responsibility) [Fp-1s5= 10.84, p<.05], [Fe-185= 1.80, p<.05], [F-185= 4.66, p<.05], [F-185= 2.10,
p<.05].

Whether the fathers’ giftedness awareness varies significantly depending on their age was tested
with one-way analysis of variance (ANOVA), and the findings are given in Tables 10 and 11.

Table 10. Arithmetic mean and standard deviation values of the giftedness awareness scale according to the age
of the fathers

Sub-Dimensions Age N X SD
Stress-conflict 26-35 years old 9 2.62 51
36-45 years old 126 2.33 .62
46-55 years old 113 1.74 78
Total 248 2.07 .76
Perfectionism 26-35 years old 9 2.78 44
36-45 years old 126 1.93 46
46-55 years old 113 2.06 45
Total 248 2.02 48
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Table 10. Arithmetic mean and standard deviation values of the giftedness awareness scale according to the age
of the fathers (Continued)

Sub-Dimensions Age N X SD
Motivation-success 26-35 years old 9 2.78 44
36-45 years old 126 2.37 .55
46-55 years old 113 1.71 .76
Total 248 2.08 74
Self-management- 26-35 years old 9 2.78 44
responsibility 36-45 years old 126 2.57 .59
46-55 years old 113 2.35 .60
Total 248 2.47 .60
Total scale score 26-35 years old 9 161.11 25.92
36-45 years old 126 135.74 17.70
46-55 years old 113 114.92 29.66
Total 248 127.16 26.97

When Table 10 is examined, it is seen that 9 of the fathers are between the ages of 26 and 35,
126 are between the ages of 36 and 45, and 113 are between the ages of 46 and 55. The results of the
variance analysis conducted to determine whether the difference between the means is statistically
significant are presented in Table 11.

Table 11. ANOVA results of the giftedness awareness scale according to the age of the fathers

Sub-Dimensions Source of Variance Sum of df Mean F p
Squares Square
Stress-conflict Between-Groups 23.26 2 11.62 23.76 .00
Within-Groups 119.43 185 489
Total 142.69 187 -
Perfectionism Between-Groups 6.42 2 320 15.59 .00
In-Groups 50.48 185 .20
Total 56.90 187 -
Motivation Between-Groups 30.09 2 154 35.45 .00
success In-Groups 103.96 185 42
Total 134.05 187 -
Self-management- Between-Groups 3.65 2 1.82 530 .00
responsibility In-Groups 84.25 185 .34
Total 87.90 187 -
Total scale score Between-Groups 36598.52 2 18299.26 31.35 .00
In-Groups 143002.36 185 583.69
Total 179600.89 187 -

Table 11 shows that there is a statistically significant difference in the fathers' awareness of
giftedness according to their age [F-135= 31.35, p<.05]. When examined in terms of sub-dimensions,
it was concluded that there was a statistically significant difference in all the sub-dimensions (stress-
conflict, perfectionism, motivation-success, self-management-responsibility) [F-1s5= 23.76, p<.05],
[F-185= 15.59, p<.05], [F2-185= 35.45, p<.05], [F(2-185= 5.30, p<.05].

The findings of the analyses conducted for the fifth sub-problem of the research, ‘Does the
giftedness awareness of the parents whose children attend SAC vary significantly depending on the
occupation of parents?’ are given in Tables 12 and 13.

134



Journal of Education, Theory and Practical Research 2025, Vol 11, Issue 2, 122-144 Giiliz KAYMAKCI, flknur GUREL

Table 12. Arithmetic mean and standard deviation values of the mothers' giftedness awareness scores
according to their occupation

Sub-Dimensions Occupation N X SD
Stress-conflict Healthcare industry 27 52.81 5.87
Education sector 77 47.45 11.64
Non-working 84 49.77 10.78
Total 188 49.26 10.71
Perfectionism Healthcare industry 27 23.07 2.40
Education sector 77 19.40 391
Non-working 84 21.85 4.19
Total 188 21.02 4.10
Motivation Healthcare industry 27 33.37 3.27
success Education sector 77 31.07 8.31
Non-working 84 33.42 7.34
Total 188 32.46 7.40
Self- Healthcare industry 27 33.89 3.75
management- Education sector 77 32.27 5.00
responsibility o0 orking 84 29.39 3.45
Total 188 31.21 4.51
Scale overall Healthcare industry 27 143. 15 11.13
Education sector 77 130.21 20.89
Non-working 84 134. 45 20.56
Total 188 133.96 20.00

When Table 12 is examined, it is seen that 27 of the mothers are working in the health sector,
77 in the education sector, and 84 are not working. The results of the variance analysis conducted to
determine whether the difference between the arithmetic means is statistically significant are presented
in Table 13.

Table 13. ANOVA results of the mothers' giftedness awareness scores according to their occupation

Sub-Dimensions ~ Source of Sum of Mean
. df p
Variance Squares Square
Stress-conflict Between-Groups 614.36 2 307.181 272 .06
Within-Groups 20843.86 185 112.67
Total 21458.23 187 -
Perfectionism Between-Groups 374.21 2 187.11 12.48 .00
In-Groups 2772.66 185 14.99
Total 3146.87 187 -
Motivation Between-Groups 248.26 2 124.13  2.29 .10
success In-Groups 10004.40 185 54.08
Total 10252.66 187 -
Self- Between-Groups 558.09 2 279.04 15.87 .00
management- In-Groups 325198 185 17.56
responsibility Total 3810.06 187 -
Total scale score ~ Between-Groups 3383.85 2 1691.92  4.38 .00
In-Groups 7145490 185 386.24
Total 74838.73 187 -
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Table 13 shows that there is a statistically significant difference in the mothers' giftedness
awareness scores according to their occupation [Fp.135= 4.38, p<.05]. When examined in terms of the
sub-dimensions, it was concluded that there was a statistically significant difference in the sub-
dimensions of "perfectionism" and "self-management-responsibility [Fo-135= 12.48,p<.05], [F(2-185=
15.87, p<.05], and that there was no statistically significant difference in the sub-dimensions of "stress
— conflict" and "perfectionism [F(.185= 2.72, p<.05], [F-185=2.29, p<.05].

Whether the father’s giftedness awareness varies significantly depending on their occupation
was tested with one-way analysis of variance ANOVA, and the findings obtained are given in Table 14
and Table 15.

Table 14. Arithmetic mean and standard deviation values of the fathers' awareness scores according to
their occupation

Sub-Dimensions Occupation N X SD
Stress-conflict Healthcare industry 17 2.36 .81
Education sector 110 2.16 76
Other 121 1.95 74
Total 247 2.07 .76
Perfectionism Healthcare industry 17 2.53 72
Education sector 110 1.95 45
Other 121 2.01 43
Total 247 2.02 48
Motivation-success  Healthcare industry 17 2.59 .80
Education sector 110 1.93 .64
Other 121 2.16 78
Total 247 2.08 74
Self management- Healthcare industry 17 2.59 71
responsibility Education sector 110 2.60 .50
Other 121 2.37 .65
Total 247 2.48 .60
Total scale score Healthcare industry 17 146.00 43.42
Education sector 110 125.91 26.14
Other 121 125.66 23.88
Total 247 127.17 26.97

When Table 14 is examined, it is seen that 17 of the fathers work in the health sector, 110 in the
education sector, and 121 in other sectors. The results of the variance analysis conducted to determine
whether the difference between the arithmetic means is statistically significant are presented in Table
15.

Table 15. ANOVA results of the fathers' awareness scores according to their occupation

Sub-Dimensions Source of Sum of df Mean F p
Variance Squares Square

Stress-conflict Between-Groups 4.18 2 2.09  3.68 .03
Within-Groups 138.50 245 57
Total 142.69 247 -

Perfectionism Between-Groups 5.02 2 2.51 11.86 .00
Within-Groups 51.86 245 21
Total 56.90 247 -
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Table 15. ANOVA results of the fathers' awareness scores according to their occupation (Continued)

Sub-Dimensions Source of Sum of df Mean F p
Variance Squares Square
Motivation- Between-Groups 7.36 2 3.68 7.11 .01
success Within-Groups 126.69 245 51
Total 134.04 247 -
Self-management-  Between-Groups 3.19 2 1.60 4.61 .01
Responsibility Within-Groups 84.71 245 35
Total 87.90 247 -
Total scale score Between-Groups 6475.51 2 323776  4.58 .01
Within-Groups 17312537 245 706.63
Total 179600.89 247 -

When Table 15 is examined, it is seen that there is a statistically significant difference in the
fathers’ awareness scores according to their occupation [F(2-245)= 4.58, p< .05]. When examined in
terms of the sub-dimensions, it was concluded that there was a statistically significant difference in all
the sub-dimensions (stress-conflict, perfectionism, motivation-success, self-management-
responsibility) [F(2_245)= 3.68, p<.05], [F(2.245)= 11.86, p<.05], [F(2_245)= 7.11, p<.05], [F(2.245)= 4.61,
p<.05].

The sixth research question, ‘Does the giftedness awareness of the parents whose children attend
SAC vary significantly depending on the birth order to the gifted child?” was tested with one-way
variance analysis ANOVA and the findings are given in Table 16 and Table 17.

Table 16. Arithmetic mean and standard deviation values of the giftedness awareness scale scores of
the parents according to the birth order of the child diagnosed as gifted

Sub- Birth Order N X SD
Dimensions
Stress-conflict 15t Child 146 47.34 13.51
2" Child 174 47.01 11.36
3 Child 116 51.54 10.54
Total 436 48.32 12.05
Perfectionism 1% Child 146 19.56 4.75
2" Child 174 22.13 3.23
3" Child 116 22.51 4.23
Total 436 21.37 4.25
Motivation- 1%t Child 146 30.01 8.33
success 2" Child 174 28.71 8.53
3" Child 116 32.21 6.98
Total 436 30.07 8.18
Self- 1%t Child 146 29.02 6.19
Management-  7nd Child 174 29.74 5.67
responsibility 3 g 116 32.40 371
Total 436 30.21 5.58
Total scale 1%t Child 146 125.93 27.71
score 27 Child 174 127.60 22.53
3™ Child 116 138.22 18.59
Total 436 129.87 23.98
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When Table 16 is examined, it is seen that 146 parents’ first children, 174 parents’ second
children, and 116 parents’ third children were diagnosed as gifted. The results of the variance analysis
conducted to determine whether the difference between the arithmetic means of the scale scores is
statistically significant are presented in Table 17.

Table 17. ANOVA results of the parents' awareness scale scores according to the birth order of the
child diagnosed as gifted

Sub- Source of Sum of df Mean F p
Dimensions Variance Squares Square
Stress-conflict  Between-Groups 1644.43 2 822.21 5.79 .00
Within-Groups 61571.31 433 142.20
Total 63215.75 435 -
Perfectionism  Between-Groups 730.43 2 36522 22.18 .00
Within-Groups 7127.62 433 16.46
Total 7858.06 435 -
Motivation Between-Groups 850.70 2 425.36 6.52 .00
success Within-Groups 28244.64 433 65.23
Total 29095.35 435 -
Self- Between-Groups 799.36 2 399.68 13.60 .00
management-  Within-Groups 12728.06 433 29.40
responsibility gy, 1352742 435 :
Total scale Between-Groups 11254.42 2 562721 10.20 .00
score Within-Groups 238917.12 433 551.77
Total 250171.54 435 -

When Table 17 is examined, it is seen that there is a statistically significant difference according
to the birth order of the child [F2433= 10.20, p<.05]. When examined in terms of the sub-dimensions, it
was concluded that there was a statistically significant difference in all the sub-dimensions (stress-
conflict, perfectionism, motivation-success, self-management-responsibility) [F-433= 5.79, p<.05], [Fo-
13=22.18, p<.05], [F2433= 6.52, p<.05], [F(2433= 13.60, p<.05].

Discussion, Conclusion and Suggestions

According to the data obtained from the study, the level of giftedness awareness of the parents
is high. When the data belonging to the sub-problem of ‘Does the giftedness awareness of the parents
whose children attend SAC vary significantly depending on whether being a mother or a father?” were
examined, the awareness of the parents showed a statistically significant difference in the whole scale.
Analysis by sub-dimensions revealed significant differences between mothers and fathers in
“motivation-success” and “self-management-responsibility,” whereas no significant differences were
found in “stress-conflict” and “perfectionism.” According to whether being a mother or a father, it was
seen that the highest mean score was in the "stress-conflict" sub-dimension in the mothers and fathers.
It was seen that the lowest mean score was in the perfectionism sub-dimension in both the mothers and
fathers. In terms of the total scale score, it was found that the mean score of the mothers is higher than
that of the fathers. To put it in more straightforward language, the parents tend to realize that their
children are different and more intelligent than their peers at an early age. In terms of being a mother
and a father, mothers are more aware of the fact that their children may be gifted even before they are
diagnosed, and mothers who are motivated by success and who can take responsibility with self-
management are more likely to realize whether their children have giftedness than fathers. The reason
for this may be that mothers in Turkish society generally spend more time with their children, make
more observations and have the opportunity to compare the children of other families and determine
whether there is a difference in their children compared to their peers more quickly and accurately than
fathers. When the literature is examined, many studies indicate that gifted students are recognized by
their families in the pre-school period, and applications are made to the competent authorities for
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different situations involving children. Avci (2005) examined the attitudes of parents towards their gifted
children. Parents of students aged between 8 and 9 attending six Science and Art Centers participated in
the study. The results showed that their families recognized 46% of SAC students as gifted, and 18%
applied to Guidance Research Center. Significant differences were found between the mother's age and
cognitive developmental characteristics, the father's age and social developmental characteristics, and
family income level and cognitive developmental characteristics.

When the data related to the sub-problem of ‘Does the giftedness awareness of the parents whose
children attend SAC vary significantly depending on the education level of parents?” were examined, it
was found that there is a statistically significant difference in the awareness scores of the mothers and
fathers according to the level of their education in the whole scale. When examined in terms of the sub-
dimensions, it was concluded that there is a statistically significant difference in all the sub-dimensions
(stress-conflict, perfectionism, motivation-success, self-management-responsibility). To put it in more
straightforward language, it was concluded that the high school graduate mothers of gifted children had
higher awareness in the stress-conflict sub-dimension than the mothers at other educational levels, the
mothers who hold a master's degree had higher awareness in the perfectionism sub-dimension than the
mothers at other educational levels, the mothers who hold a bachelor's degree had higher awareness in
the motivation-success sub-dimension than the mothers at other educational levels, and the mothers who
hold a bachelor's degrees had higher awareness in the self-management-responsibility sub-dimension
than the mothers at other educational levels. On the other hand, it was concluded that the fathers with a
bachelor's degree had higher awareness in the stress-conflict sub-dimension than the fathers at the other
educational levels, the fathers with a high school degree had higher awareness in the perfectionism sub-
dimension than the fathers at the other educational levels, the fathers with a bachelor's degree had higher
awareness in the motivation sub-dimension than the fathers at the other educational levels, and the
fathers with a bachelor's degree had higher awareness in the self-management sub-dimension than the
fathers at the other educational levels. Karakus's (2014) study, which examined parents' perceptions
regarding their educational levels, concluded that parents with postgraduate education perceived
themselves at an adequate level, followed by parents with high school and undergraduate education.
These results support the findings of the current study. On the other hand, Balbay and Ozak (2024), in
their study examining the awareness levels of parents with gifted children, found that there was no
significant relationship between all the sub-dimensions of perfectionism, stress-conflict, motivation-
success, self-management-responsibility and parents' education level. These results differ from the
results of the current study.

When the data of the sub-problem ‘Does the giftedness awareness of the parents whose children
attend SAC vary significantly depending on the age of parents?’ were examined, it was seen that there
is a statistically significant difference in the awareness of the mothers and fathers according to their age.
When examined in terms of the sub-dimensions, it was concluded that there is a statistically significant
difference in all the sub-dimensions (stress-conflict, perfectionism, motivation-success, self-
management-responsibility). In simpler terms, it was concluded that the mothers and fathers in the 36-
45 age range had higher awareness in all the sub-dimensions than the parents in the other age groups.

When the data for the sub-problem of ‘Does the giftedness awareness of the parents whose
children attend SAC vary significantly depending on the occupation of parents?’ were examined, it was
found that there is a statistically significant difference in the awareness of the mothers according to their
occupation. When examined in terms of the sub-dimensions, it was concluded that there is a statistically
significant difference in the sub-dimensions of "perfectionism" and "self-management-responsibility".
In contrast, it was concluded that there is no statistically significant difference in the sub-dimensions of
"stress conflict" and "perfectionism". The awareness of the fathers showed a statistically significant
difference in the scale in general according to their occupation. When examined by sub-dimensions, it
was concluded that statistically significant differences existed across all areas (stress-conflict,
perfectionism, motivation-success, and self-management-responsibility). Specifically, non-working
mothers of gifted children demonstrated higher self-awareness than working mothers, and fathers
employed outside the education and health sectors reported higher self-awareness compared to fathers
in those sectors. Karakus (2014) examined parental awareness according to occupations and concluded
that non-working parents perceived their self-awareness at an adequate level, followed by retired parents
and parents working as doctors. It was also concluded that non-working parents perceived themselves
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as more competent in leading the education of gifted children, followed by retired parents. The common
characteristic of both groups is that they are parents who can spend time with their children and care for
them. However, it should not be ignored that gifted education is not limited to caring for children and
requires specific skills. While these results are similar to the results obtained for the mothers in the
current study, they differ from the results obtained for the fathers.

In another study, Balbay and Ozak (2024) found no significant difference between non-working
and working parents for all the sub-dimensions of perfectionism, stress-conflict, motivation-success and
self-management-responsibility. This study differs from the results of the current study.

When the data for the sub-problem of ‘Does the giftedness awareness of the parents whose
children attend SAC vary significantly depending on the birth order to the gifted child?’ were examined,
it was found that there is a statistically significant difference according to the birth order of the child
diagnosed as gifted. When examined in terms of the sub-dimensions, it was concluded that there is a
statistically significant difference in all the sub-dimensions (stress-conflict, perfectionism, motivation-
success, self-management-responsibility).

Shayir (2015) examined primary teachers' knowledge about gifted children and found no
significant difference in the knowledge levels of teachers about gifted children according to gender.
When the departments that the teachers graduated from were examined, there were profound differences
between the graduates of the faculty of science and literature and the graduates of the faculty of
education, and a significant difference was determined in favor of the graduates of the faculty of
education. Shayir (2015) stated that there are significant differences in the level of understanding of
gifted children by primary teachers according to their education levels. This difference favors the
primary teachers with a master's degree. Akar and Uluman (2013) studied primary teachers' correct
nomination of gifted students. The study aimed to reveal how successful primary teachers are in
directing their students to science and art centers. This study is a descriptive study with a survey model.
The results of the study showed that there are significant differences in the skills of primary teachers
(n=334) in correctly naming gifted students according to variables such as the gender of the teacher, the
teacher's education level, teaching experience and teaching level. These results support the current study.

Daglioglu (1995), conducted a survey on the basis of teachers' observation form, talent tests and
WISC-R test used to determine gifted students and was found that there was a low correlation between
teacher observation programs, talent tests and WISC-R. When the education level of the families of
gifted individuals and WISC-R scores were compared, a positive relationship was found with the father's
education level, but no such relationship was found with the mother's education level. Daglioglu and
Metin (2002), in a study conducted to identify gifted children in mathematics among children aged 5-6,
concluded that teachers assessed children's skills in mathematics better than families, while families
were more successful than teachers in determining intelligence and creativity.

Sahin (2012) investigated whether teachers are aware of their ability to identify potentially
gifted students in their classes and found no significant difference between teacher groups according to
the last completed school level. Similarly, in the studies of Kildan and Temel (2008) and Kildan (2008),
it was shown that there was no difference between the groups according to the school that teachers
graduated from (undergraduate, master's degree and other (educational institution, associate degree).
These different studies do not show parallelism with the current study.

When the literature is examined, studies aimed at increasing parents’ awareness and skills
regarding the general behaviors of gifted children are encountered (Adler, 2006; Afat, 2013; Alvino,
1995; Applebaum, 1998; Bricklin, 1983; Kurtulmus, 2010; Saranli, 2011). Rimm (1996), Adler (2006),
Robinson et al. (2006), Sahin & Kalburan (2009) mention the effectiveness of different educational
programs for parent education in the world. It has been determined that the developmental characteristics
of gifted children, different parenting approaches, development of communication skills with the child,
prevention of behavioral problems, and intervention in issues contribute to parents with similar needs
coming together.

Colangelo & Dettman (1983) argued that the most critical need of parents regarding gifted
children is to understand the concept of "giftedness". Solow (1995) and Delisle (2002) stated that parents
do not have sufficient information about the factors affecting their children's development and do not
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know how children will react to different behavioral patterns. Gifted students need more guidance from
adults than average students and generally benefit more from a supportive family environment than other
students (Van Deur, 2011). Families need to be supported in raising gifted students with appropriate
parenting practices based on the need to create awareness to ensure the desired behavioral changes in
their children (Leana-Tasascilar et al., 2016). According to Afat’s (2024) study, the results revealed that
the awareness level of gifted parents was insufficient to effectively encourage their children across
various aspects of giftedness. Furthermore, the results showed that parents’ awareness levels did not
differ significantly by gender (mother or father), age, education level, or whether the child was a boy or
a girl.

The findings obtained in this study should be analyzed by considering some limitations. Firstly,
a scale based on self-assessment was used in this study. This scale was used to determine the awareness
levels of parents. This study was conducted by collecting quantitative data, but a more comprehensive
study can be conducted using qualitative data. There is a need for research on the characteristics and
needs of families at different grade levels. It is thought that studies to be conducted in different age
groups will contribute to parents and the literature.

Based on the results obtained, the following recommendations can be made:

Within the framework of programs prepared for parents, the characteristics of gifted children
can be introduced through courses, seminars and trainings organized by the MoNE local governments,
universities and civil society organizations on the subjects of their characteristics, needs and
expectations.

» Skills that can be applied (through economic and practical activities) to determine the talent
areas of their children (such as intelligence, creativity, music, art, mathematics, and sports
skills) and to ensure the development of these areas can be provided to parents of gifted
children.

* Recreational areas where gifted children can share with their mothers and fathers and do
activities can be provided for gifted children.

» Efforts can be made to meet the needs of gifted students in formal education by considering
their common characteristics.

* In-service training can be designed for teachers and administrators on the education of gifted
students and their character traits in SACs, where students receive education outside school
hours.

* Parents can be recommended articles, books and films about special talent.
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Introduction

The concepts of literacy and content area literacy are open to development. Social developments
increase the intensity of the concept. The concept of literacy has become an educational term that
includes many mental skills, communication skills and attitudes using language (Asici, 2009). Literacy
is the tool that will enable us to understand, share and interpret knowledge, skills and social norms with
each other and transfer them to the next generations by using the system of symbols in our own culture
(Altun & Giirer, 2005). The concept of literacy is defined by UNESCO (2004) as the ability to define,
understand, interpret, put together, communicate and calculate using different types of written sources
and records. Altieri (2011) defines the concept of domain literacy as the acquisition of subject-specific
skills, including the ability to read, write, interpret, create, and present a range of media in disciplines
such as social studies, science, and mathematics, as well as the mastery of complex, domain-specific
skills and routines. Content area literacy puts forward the view that specific ways of reading,
understanding and thinking used in each academic discipline, such as science, history and literature,
need to be learnt. Each field has its own ways of using text to create meaning and communicate.
Accordingly, as children progress through the school grades, literacy instruction should shift from
general literacy strategies to more specialized ones in each discipline (Shanahan & Shanahan, 2014).
The concept of content area literacy emerged from the concepts of "reading to learn" and "writing to
learn". The concept of reading to learn requires using the necessary reading strategies to learn domain-
specific texts (Moss, 2005). Writing for learning is different from learning to write. The purpose of
writing for learning is to provide opportunities for advanced learning and meaning making. Writing to
learn allows students to think, clarify and question what they know and do not know about a topic.
Students also discover what they should focus on, their language skills, themselves and their ability to
communicate with different readers (Knipper & Duggan, 2006). From this perspective, writing allows
students to evaluate themselves.

Social studies is a discipline that requires field-specific literacy skills. When the social studies
curriculum of the Ministry of National Education is examined, it is seen that the curriculum has changed
considerably in the process. Especially the rote-oriented expressions in the pre-2005 curriculum have
been replaced by new approaches. These new approaches were determined to provide students with
conceptual skills, field skills, social and emotional learning skills, literacy, dispositions and values
(MoNE, 2024). The concept of literacy is defined as a skill area within the scope of the Turkish Century
Education Model prepared by the Ministry of National Education. In the curriculum, literacy is
addressed with a multidimensional structure such as "information, digital, financial, visual, cultural,
citizenship, data, sustainability and art literacy" (MoNE, 2024). In this model, literacy skills are
structured at three basic levels:

1. Awareness level: Recognizing and understanding the basic knowledge, concepts,
terms and facts related to the literacy type and developing sensitivity by being aware of these
elements.

2. Functioning level: Students are able to comprehend the holistic relationships
between the knowledge and concepts in question.

3. Actionality level: Students take action based on what they have learnt.
These levels are planned in a developmental integrity and in line with a spiral structure.

The inclusion of literacy in the curriculum not as a lesson but as a skill area is an important
approach to ensure that the dynamic structure of literacy can respond to changing contemporary needs.
Within the framework of this approach, literacy is handled in an integrated manner with different
lessons; thus, it is facilitated for students to establish connections between various types of literacy
(Sezer & Dedeoglu, 2024; Kahramanoglu et al., 2024). Social studies lesson is the presentation of
disciplines that are born out of social sciences and produce scientific knowledge about human and
society to students within the framework of pedagogical principles (Kabapinar, 2012; MoNE, 2010).
This approach aims to develop a meaningful perspective on social reality (Safran, 2012). According to
the three traditions of Barr, Barth and Shermis (1977) (MoNE, 2010), social studies is analyzed as
"citizenship transfer", "social sciences" and "reflective thinking". Since a single perspective is
emphasized in citizenship transfer (Kabapinar, 2012), it is thought that it is not suitable for constructivist
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understanding. In social studies as social sciences, student development is at the forefront, and it is aimed
to raise citizens with different perspectives (Kabapinar, 2012; Oztiirk, 2012). Social studies as reflective
thinking prioritizes developing problem solving and decision-making skills and enabling students to
make informed choices about current problems (Kabapinar, 2012; Oztiirk, 2012). Content area literacy
emerged from the understanding that each field has its own specific literacy needs. When the
methodology of social sciences is analyzed, the literacy needs of this field will be understood more
easily. The methodological characteristics of social sciences are presented below (Kabapinar, 2012):

- Social sciences contain subjectivity-based value judgements and are extremely open to
discussion.

- Theresearcher's likes, wishes, emotions, thoughts, beliefs, ideologies and value judgements
are likely to affect the research process and its outcome.

- The methodology of social sciences does not allow to formulate rules and theories about
human beings and societies that can be valid in all time periods and all over the world.

- Insocial sciences, it is impossible to reach the reality of human and society as a whole. It is
not possible for all documents and evidence to be in the hands of a historian.

- Insocial sciences, events and phenomena are unique, singular and idiosyncratic. The saying
"You cannot bathe in the same river twice" applies to the understanding of social sciences.

When the methodological features of social sciences described above are associated with
literacy skills, many points that need to be considered specific to the field appear. The fact that social
sciences contain subjectivity-based value judgements and are affected by the views of the researcher
makes it compulsory to scan more than one source on a social/historical subject (Altieri, 2011). For this
reason, evidence-based learning and literacy skills can be associated. In the social studies lesson,
students should endeavor to reach as accurate information as possible. Students can be advised to
compare two or more texts on a topic and synthesize the information obtained from these sources
(Kabapinar, 2012).

The fact that social sciences do not always and everywhere contain valid rules like science
requires teaching the concept of "relativity" to students. Students should be aware that their own point
of view and the point of view of others may be different and should be tolerant towards differences
(Kabapinar, 2012). In social sciences, it is not possible to reach all documents and evidence on a subject.
The reliability of the document may also be doubted. For this reason, students should be informed about
primary and secondary sources. Sources should be analyzed well to understand the difference between
primary and secondary sources (Altieri, 2011). Students should try to access primary sources whenever
possible. The fact that events and phenomena in social sciences have unique characteristics requires
moving away from the understanding of generalization. The text encountered in social sciences is
usually a dense text. It is difficult for students to decide on the main idea because there is too much
information in the text (Altieri, 2011).

Students cannot be expected to read and understand social science texts as quickly as they read
storybooks. For this reason, students should be taught reading strategies that they can apply while
reading the texts they encounter in the social studies lesson (Moss, 2013). In order to improve students'
reading skills, it is possible to use informative texts such as interest books, brochures, posters, and ID
cards. In the social studies lesson, especially historical topics may seem abstract to primary school
students. Interest books that can be read outside of class hours help students to concretize the topics
(Wolk, 2003).

Visual elements are very common in the social studies lesson. For this reason, visual reading
and visual presentation skills should be developed in students. In the social studies lesson, it is possible
to develop students' reading, writing, listening, speaking, visual reading and visual presentation skills
while realizing the skills and achievements targeted in the social studies lesson. Including content area
literacy practices in the lessons enables students to teach with different methods than they are used to
and helps to get rid of the monotony of the lesson.
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When the curricula of the social studies lesson (MoNE, 2018) are examined, it is seen that
different types of literacy are included, including multiple literacy, information literacy, environmental
literacy, critical literacy, financial literacy, digital literacy, and political literacy. In the current 2024
curriculum, citizenship literacy, visual literacy, art literacy, cultural literacy, sustainability literacy, and
data literacy skills were added to the types of literacy (MoNE, 2024). The high number of literacy skills
that can be utilized in the social studies lesson stems from the integrated structure of social sciences with
literacy skills.

The research is a study to determine and apply the necessary literacy skills in the social studies
lesson. At the same time, the research includes student views on the process. In the process, the theme
of "Learning My Past" (2010) was taken into consideration in the social studies lesson and the literacy
skills required by the lesson that can be used while realizing the learning outcomes related to the theme
were determined by the researchers by taking expert opinions. Table 1 shows the learning outcomes
within the scope of the social studies lesson, and Table 2 shows the literacy skills that are aimed to be
developed while realizing these learning outcomes.

Table 1: Learning Outcomes of the Theme of the Social Studies Lesson

Theme Name of the Social Studies Lesson: Learning My Past

1. Students will be able to create family history by using oral history method and based on
objects.

2. Students will be able to recognize the elements reflecting the national culture in their
families and environment.

3. Students will be able to show evidence from their immediate environment that elements
of culture have changed from past to present.

4. Students will be able to give examples of games that were commonly played by Turks in
history and are still played today.

5. Students will be able to describe their immediate environment and Tiirkiye during the
National Struggle based on events and visual materials

6. Students will be able to recognize the role of Atatiirk in the victory of the National
Struggle and the proclamation of the Republic.

The theme of the social studies lesson is ‘Learning My Past’, which consists of six learning
outcomes. Since it is oriented towards information about the past, the theme primarily includes historical
topics. The necessary literacy skills in the social studies lesson are represented in five outcomes, from
Outcome 2 to Outcome 6 of the theme. The learning outcomes addressed in the research process are
already included in the social studies curriculum (MoNE, 2010) and were directly included in the study
without any changes regarding the learning outcomes.

Table 2: Literacy skills related to the theme addressed in the social studies lesson

Theme Name of the Social Studies Lesson: Learning My Past

1. Checking the reliability of sources
2. Knowing the difference between primary and secondary sources
3. Analyzing more than one source on a social/historical topic

The theme addressed in the social studies lesson focuses on learning the past. Accordingly, the
literacy skills emphasized were those required by the theme, specifically, skills related to conducting
historical research and using historical sources. The skills were determined by the researchers by
targeting the lesson and the theme. It is known that if a different theme and therefore different outcomes
are addressed in the social studies lesson, the literacy skills required will be different.

The subject of the research is the literacy skills required in the social studies lesson. Therefore,
the skills addressed are specific to the field. It is also possible to talk about the necessary literacy skills
in all fields. The literacy skills required in all fields do not change from lesson to lesson or from subject
to subject. The study on such skills is separate research and is included in the researcher's doctoral
dissertation (Gofner, 2017). In the study, a theme in the 4th grade social studies lesson of primary school
was taken into consideration and it was determined which literacy skills could be developed specific to
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the lesson and theme, and activities were designed to develop the determined skills. In the study, the
implementation process and the results of the activities were included. The study aims to provide an
example of content area literacy practice in Tiirkiye and to popularize similar practices. It is thought that
the design of the study as for practice will give an idea to researchers who are interested in the subject
and will also guide teachers to use the content area literacy approach in their classrooms. The research
was designed to address two main questions:

1. Interms of the necessary literacy skills in the social studies lesson for 4th grade primary
school students, what is the situation of the students before and after the implementation?

2. What are the opinions of the students participating in the study regarding the classroom
practices?

Since the first research question contains sub-questions, these were specified as follows:

1.1. In terms of the ability to check the reliability of sources, what are the students’ pre- and
post-implementation situations?

1.2. What is the students’ situation before and after the implementation regarding their ability
to know the difference between primary and secondary sources?

1.3. What are the students’ pre- and post-implementation situations regarding their ability to
analyze more than one source about a social or historical subject?

Method

This study was conducted using an action research design in line with the qualitative research
approach. One of the main reasons for choosing an action research design, within the limitations of the
resources reviewed, is that no action research studies have been conducted in our country on developing
literacy skills in the context of content area literacy and the social studies lesson. Therefore, it is expected
that this study will contribute to filling this gap in the literature.

In schools, action research offers the opportunity to study a real problem, focuses on how
practices can be developed and requires systematic observation of the practices planned to be developed.
The action research process starts with defining a research area, followed by collecting and analyzing
data related to the defined area. After this process is completed, the findings are evaluated, and a new
action plan is prepared if necessary. The role of action research as a research design is to bridge the gap
between educational research and teaching practice (Johnson, 2014, p.26). Action research is a research
design that enables research and practice to be together (Yildinim & Simsek, 2011, p. 78). It can be seen
as a way to improve practice (Glesne, 2012, p. 32). The researcher thought that the feature of action
research as a way to improve practice was appropriate for her own study. Since the researcher aims to
develop literacy skills in the social studies lesson, the action research design, which enables research
and practice to be together, coincides with the nature of her research.

The nature of action research indicates that a problem may be encountered in the process and
makes it possible to prepare a new action plan to solve this problem. During the research process,
students were directed to group work in the activities. Since they did not have previous experiences such
as group work and being in a group discussion environment, they encountered noise problems within
the group. This situation was not foreseen before the research. The researchers added an additional
activity to the process and carried out an application to prevent in-group noise. The added activity was
partially useful in preventing in-group noise problems. This kind of additional action plan development
process was made possible by modelling the study as an action tool.

Action research aims to change the existing situation instead of determining it. Since the
research, which includes activities to develop literacy skills in social studies lesson, offers a teaching
environment with a new approach such as developing field-specific literacy skills, it was deemed
appropriate to model the study with action research design. Action research is divided into types (Berg,
2001; as cited in Yildinm & Simsek, 2011, p. 296). In the research, technical/scientific/collaborative
action research type was used. In this type, the aim is to evaluate the practice within a constructed
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framework; that is, the description of the process is the main purpose of the research (Yildirim, Simsek,
2011, p. 296). The reason why it is thought that the research purpose and
technical/scientific/collaborative action research overlap is that there is a constructed framework for
developing literacy skills in the social studies lesson and the research process is carried out in accordance
with this framework. In the research findings, descriptions of the process are given.

Research Group

The study group consisted of students and parents of a 4th grade class with 29 students in a
public school in Uskiidar district of Istanbul province in 2014-2015 academic year. All of the students
are between 9 and 10 years old. In the sample selection of the study, convenience case sampling, a type
of purposive sampling method, was preferred. In this approach, the researcher selects cases that are
easily accessible and close at hand (Yildirim, Simsek, 2011). Since action research enables teachers to
conduct research in their own classrooms (Johnson, 2014, p. 25), it was deemed appropriate to conduct
the research in the researcher's own classroom. The students were taught by the same teacher from the
beginning of first grade until the second semester of third grade. Following the teacher’s transfer, the
researcher began teaching the class in the second semester of third grade. Overall, the class was
considered a high-achieving group. There was one mainstreamed student in the class, who had a mild
level of special educational needs. He knows how to read and write, can do simple mathematical
operations, and has no problems in expressing his views in verbal lessons. All students, including the
mainstreamed student, can read fluently. The students generally come from families with middle
socioeconomic status. Parents are generally interested in their children.

Data Collection Tool

Activity forms/worksheets, perception questionnaires, researcher diary and student opinion
form were used as data collection tools in the study. The student opinion form was developed by adding
an open-ended question to the final perception questionnaire. This additional question aimed to gather
students’ views about the implementation, and the revised questionnaire was referred to as the student
opinion form.

The pre-perception questionnaire was used to reveal the current status of students' content area
literacy skills just before the activities started. On the other hand, the post-perception questionnaire
aimed to determine the changes created by the action research process in the students. The delayed post-
perception questionnaire, which was administered approximately two months after the completion of
the activities, was used to determine whether the domain literacy skills were retained by the students.

Activity forms/worksheets have an important place among data collection tools. In the action
research process, 8 in-class activities associated with the social studies lesson outcomes were developed.
In each activity, one or more activity forms/worksheets were used in order to obtain concrete data. In
preparing these forms, “Content Counts: Developing Disciplinary Literacy Skills K-6 (Altieri, 2011)
was utilized, and the researcher also designed subject-oriented activities in collaboration with her thesis
advisor. Before the implementation, the rubric added to the end of each form provided students with
information about the expectations from the activities, which also contributed to the systematic conduct
of the data analysis.

After the activities were completed, the opinions of 3 academicians, 3 doctoral students, 2
Turkish teachers, 1 social studies teacher, 1 guidance counsellor and 5 primary school teachers were
sought. In line with the feedback received from the experts, the activities were finalized by making
necessary arrangements in terms of grammar, student level and subject scope.

The researcher diary was kept from the beginning of the research process and was designed to
cover the entire study. It included drafts, thoughts, feelings, challenges encountered, and solutions
developed from the initiation to the completion of the research process.

Analyzing the Data

The general process of the research was planned as qualitative research in accordance with the
action research design. The data obtained were analyzed by content analysis method, one of the
qualitative data analysis techniques. Tavsancil and Aslan (2001) defined content analysis as "a scientific
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method that enables the investigation of social reality by objectively and systematically classifying and
quantifying the messages in verbal, written and other materials in terms of meaning or grammar and
making inferences from these data". In order to determine the reliability of the results obtained in the
analysis of the data, coding was carried out by two researchers. The agreement between the coding
results was calculated using the formula put forward by Miles and Huberman (1994) (as cited in
Tavsancil & Aslan, 2001). This formula is expressed as follows:

The formula is Reliability = Number of Agreements / (Number of Agreements + Number of
Disagreements). According to the formula, values above 70% are considered reliable. As stated by
Tavsancil and Aslan (2001), agreement rates above 70% are considered reliable.

Twenty-eight out of 29 students participated in the perception questionnaire. The student who
did not participate could not come to the class because he/she was unwell that day. All 29 students were
included in the post-perception questionnaire and delayed post-perception questionnaire. In order to
protect the identities of the participants, the students were numbered as T1, T2 from 1 to 29 before the
analysis and these numbers were used in the whole analysis process. In the analysis of the perception
questionnaires, the data for each question were coded, and categories and themes were formed based on
these codes. The result of the coding agreement between the two researchers was determined as 0.90 as
the reliability value. In addition, the coding process was also reviewed by the thesis advisor, and the
final data were tabulated by making the necessary arrangements in line with the advisor's suggestions.

The analysis of the activity forms was based on rubrics. The items in these rubrics were filled
in according to the requirements determined during or after the activity. The evaluation of the rubric
items was made with the categories of "qualified", "moderate" and "should be improved". In each
activity, the number of participating students was taken into consideration and the result of the coding
agreement between the two researchers was calculated as 0.85 as the reliability value.

Implementation Process

This research was conducted according to the action research design. The process was carried
out within the framework of four basic steps: planning, taking action, observation and reflection
(Yildirim & Simsek, 2011). Each step guided the progress of the research and enabled the researcher to
manage the process dynamically.

In the planning stage, a pre-perception questionnaire was applied to determine the current
content area literacy levels of the students. This questionnaire was structured to reveal students' prior
knowledge and awareness of content area literacy. In addition, at this stage, the activities to be associated
with the social studies lesson learning outcomes were planned and the content area literacy skills targeted
to be developed in each activity were determined.

In the action phase, the activities designed in the planning phase were implemented in 25 lesson
hours over a 6-week period. In this process, a total of 8 activities were carried out; 5 of them were
directly associated with the social studies lesson outcomes and targeted the development of content area
literacy skills. The detailed alignment of the activities is presented in the table below.

Table 3. Alignment of Activities with Social Studies Lesson Outcomes and Literacy Skills

Social studies lesson

Event Name outcome Literacy skills
Brochure Preparation 2 1,2
Change: How? Why? 3 1,3
Polyphonic Word Choir 4 3
Poem Completion 6 3
Newspaper Preparation 5 3

The brochure preparation activity was designed in relation to the 2nd outcome of the social
studies lesson, "Students will be able to recognize the elements reflecting the national culture in their
families and environment." In achieving this outcome, the aim was to develop the first literacy skill,
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“Students will be able to create a family history by using the oral history method and based on objects,”
and the second skill, “Knowing the difference between primary and secondary sources.”

Change: How? Why? activity was designed in relation to the 3rd outcome of the social studies
lesson, "Students will be able to show evidence from their immediate environment that elements of
culture have changed from past to present." In achieving this outcome, it was aimed to develop the 1st
"Checking the reliability of sources" and the 3rd "Analyzing more than one source on a social/historical
topic" skills of literacy skills.

The Polyphonic Word Choir activity was designed in relation to outcome 4 of the social studies
lesson, which is "Students will be able to give examples of games that were commonly played by Turks
in history and are still played today." In achieving this outcome, it was aimed to develop the 1st literacy
skill of " Checking the reliability of sources" and the 3rd skill of "Analyzing more than one source on a
social/historical topic."

The Poem Completion activity was designed in relation to the 6th outcome of the social studies
lesson, "Students will be able to recognize the role of Atatiirk in the victory of the National Struggle and
the proclamation of the Republic." In achieving this outcome, it was aimed to develop the 1st literacy
skill of " Checking the reliability of sources" and the 3rd skill of "Analyzing more than one source on a
social/historical topic."

We are Preparing a Newspaper activity was designed in relation to the 5th outcome of the social
studies lesson, which is "Students will be able to describe their immediate environment and Tiirkiye
during the National Struggle based on events and visual materials". In achieving this outcome, it was
aimed to develop the 1st literacy skill of " Checking the reliability of sources" and the 3rd skill of
"Analyzing more than one source on a social/historical topic."

In the observation phase, the researcher systematically recorded observations of the process by
keeping a researcher diary. This diary included both objective observations and subjective evaluations
regarding the functioning of the process. Additionally, at the end of each activity, student diaries were
employed to capture students’ reflections on the process.

In the reflection phase, the final perception questionnaire was applied to evaluate the effects of
the process. In addition, a delayed post-perception questionnaire was administered approximately two
months after the implementation in order to observe the retention of the students' skills. All perception
questionnaires were structured to consist of the same questions. The qualitative data obtained throughout
the research process were analyzed and the effects of the interventions on the students were interpreted.
More detailed information about the whole process can be found in Géfner's (2017) doctoral thesis.

Findings
L Findings related to Literacy Skills Especially Necessary for Social Studies Lesson

In this section, the findings related to the literacy skills that are considered to be particularly
necessary in the social studies lesson are analyzed under subheadings.

1.1. Findings related to the Sub-Skill of Checking the Reliability of Sources

Checking the reliability of the sources; it has been emphasized from the beginning of the action
research process that not every source we come across is a reliable source and that there may be
information pollution on the pages we come across, especially in the searches we make with the search
engine on the Internet; for this reason, activities aimed at developing this skill were included in all
possible activities. In the rubrics related to the activities in Table 4, "Using reliable sources while doing
research" was included as an evaluation criterion.
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Table 4. Findings obtained from the activities for the skills of using reliable sources used in the research

Participating Levels
Event Students (N)  Qualified Moderate Should be Not coming
improved
Brochure Preparation 20 6 10 4 9
Change: How? - Why? 23 12 9 1 6
Poem Completion 28 10 11 7 1
Newspaper Preparation 22 12 4 6 7

In the brochure preparation activity, 20 students participated and 6 of the participants produced
qualified products about using reliable sources. The findings show that students who encounter the
concepts of source and bibliography for the first time have difficulty in fully applying these skills.

“Change: How? — Why? " activity was attended by 23 students, and the work of 12 students was
evaluated as qualified. These results show that there is an increase in students' ability to use reliable
sources compared to the previous activity.

28 students participated in the Poem Completion activity and 10 students' work was evaluated
as qualified. These data show that less than half of the students prepared bibliographies that were
evaluated as qualified in tasks such as creating bibliographies.

In the Newspaper Preparation activity, 22 students participated, and 12 students' work was
evaluated as qualified. In this activity, which lasted for a long time and consisted of many parts, it is
seen that about half of the students produced works that were evaluated as qualified in terms of utilizing
different sources.

The findings of the research indicate that there was a partial increase in students' skills in using
reliable sources. This can be explained by the fact that the students experienced bibliography writing for
the first time in the activities and that they were generally bored with writing. Although the majority of
the students who participated in the activities gained awareness in sub-skills related to sources, it was
determined that they could not produce enough qualified products in the applications. This situation
reveals that more activities should include the use of bibliography in order to develop skills related to
the sources used in research.

Table 5 shows the findings obtained from the perception questionnaires regarding the sub-skill
of "Checking the Reliability of Sources".

Students were asked the following question in the perception questionnaire.

Ayse searched on the Internet for the homework given by her teacher. She wrote the information on
the first page she came across while searching for the subject on her homework. Do you think Ayse
followed the correct steps? Why?

Table 5. Evaluation of "Checking the Reliability of Sources" Sub-skill in Perception Questionnaires

Pre- Post- Delayed
. perception Perception Perception
Expression Type Questionnaire Questionnaire Questionnaire

(N=28) (N=29) (N=29)
Students who an.swered No" to the first 73 27 27
part of the question
Statements to check the accuracy of
information 15 17 14
Statements indicating that the student has 12 7 7
done insufficient research
Statements to check the reliability of the ) 1 13

page
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In the first part of the question prepared to measure the sub-skill of "Checking the Reliability of
Sources", the students were asked about their opinions about the correctness of writing the information
on the first page they come across while doing research on the Internet in their homework. The findings
of the pre-perception questionnaire showed that the majority of the students (N = 23) gave the correct
answer (No, we should not write the information on the first page we come across while searching on
the Internet) before the application. In the post-perception and delayed post-perception questionnaires,
the number of students who gave correct answers increased, indicating that the answers given to the
question turned into a more conscious choice.

Among the students who answered "No", the most frequently repeated type of statement was the
statements about checking the accuracy of the information. Such statements were found 15 times in the
pre-perception questionnaire, 17 times in the post-perception questionnaire and 14 times in the delayed
post-perception questionnaire. It can be said that the students who used this expression have correct
information about the subject. Another type of statement encountered among the students who answered
“No”, was the statements indicating that the student did insufficient research. Such statements were
encountered 12 times in the pre-perception questionnaire, 7 times in the post-perception questionnaire
and 7 times in the delayed post-perception questionnaire.

Another type of statement that was repeated most frequently among those who said “No” was
the statements about checking the reliability of the page. Such statements were encountered 2 times in
the pre-perception questionnaire, 11 times in the post-perception questionnaire and 13 times in the
delayed post-perception questionnaire. The concept of reliability is one that students encounter during
research activities. Internalizing the concept and using it in their expressions is an important
achievement for literacy. Another noteworthy element related to the concept of reliability was that such
expressions were used more frequently in the delayed post-perception questionnaire (N=13). Since the
researcher was also the teacher of the class, she had the opportunity to observe the students after the action
research process was completed, and she saw that the students attached importance to the issue of
reliability after the practices were completed. This was reflected in the findings and the number of
students who mentioned the issue of credibility in the delayed post-perception questionnaire increased.

These findings show that students have made progress in developing their skills in questioning
information pollution and reliability issues while conducting research. At the beginning of the
implementation process, students showed a more unconscious approach to these issues, but as the
implementation progressed, they became more conscious about accessing accurate and reliable
information. In particular, the increase in the statement of checking the reliability of the page in the post
and delayed post-perception questionnaire is an indication that students have learnt this concept. In
addition, improvement was observed in skills such as questioning the reliability of sources and
emphasizing the type of source, but it was determined that students could not reach the desired level in
some activities.

1.2. Findings related to the Sub-skill of "Knowing the Difference between Primary and
Secondary Sources"

Studies on the sub-skill of knowing the difference between primary and secondary sources were
included in the 2nd activity and perception questionnaires. The number of students who participated in
the 2nd activity, "Preparing a Brochure", and answered the questions in the form related to the activity
was 27. During the activity, examples were given to show the difference between primary and secondary
sources. At the end of the activity, it was aimed to determine whether the students knew the difference
between primary and secondary sources through a form consisting of 5 knowledge level questions. Table
6 shows the evaluation of the sub-skill "Knowing the Difference between Primary and Secondary
Sources" in the activities.

Table 6. Evaluation of "Knowing the Difference between Primary and Secondary Sources" sub-skill in activities

Levels
Assessment Criteria
Qualified Moderate Should be Not coming
improved
Knowing the difference between 24 ) 1 )

primary and secondary sources
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In the activity, 24 students' answers to the questions were evaluated as qualified, 2 students'
answers were evaluated as moderate, and 1 student's answers were evaluated at the level of should be
improved.

In one of the questions asked to the students, "Ayse made an interview with her grandfather
about the past holiday celebrations. Ayse did not listen to her grandfather carefully and did not take notes.
While preparing the interview article, she wrote different things from what her grandfather said." Based
on this case study, open-ended questions were posed to the students, and examples of their responses
are provided below.
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According to the text, the student stated that the child's grandfather was the primary source and
the child's writing was the secondary source. The student stated that the interview article prepared by
Ayse could not be trusted because Ayse did not take notes; in order for the interview to be reliable, she
should listen to her grandfather. The answers given by the student were evaluated as qualified. The
students were asked " The question “Do you think primary sources or secondary sources are more
reliable? Explain your reasons.” was asked as an opinion question.
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The student said, "Primary sources are more important. Because they have always witnessed
the event." The student's answer was accepted as qualified. When the students’ answers were analyzed,
it was concluded that they generally understood what primary and secondary sources are. The
researcher’s observations also indicated that the students had learned the difference between primary
and secondary sources. Because when the concepts of primary and secondary sources were used during
the activities, the students made comments in a way to show that they knew. During the ongoing
activities, it was observed that when any source was mentioned, although the subject was not a primary
or secondary source, the students talked among themselves and throughout the class about the source
they were interested in and which type of source it was.

In order to observe whether the sub-skill of "Knowing the difference between primary and
secondary sources" developed during the practices, a question was asked in the perception
questionnaires with the case study method. The frequency order of the answers given to the question
was from the one with the highest frequency to the one with the lowest frequency in the post-perception
questionnaire. The following information was given to the students as a case study.

For the research assignment on Kirkpinar Oil Wrestling, Giilay conducted an interview with a
national wrestler, Nese obtained information from her sister, and Mert compiled information he
found on the Internet.

The students were asked who accessed the most reliable information and which student used
primary sources for the above case study. Table 7 shows the evaluation of the sub-skill of "Knowing the
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Difference between Primary and Secondary Sources" in the perception questionnaires.

Table 7. Evaluation of "Knowing the Difference between Primary and Secondary Sources" sub-skill in perception
questionnaires

Pre-perception Post-perception Delayed post-
Questionnaire (N=28) Questionnaire (N=29) Ques tri)(f;izri’;;o(rll\l=29)
zi?l;(c)f;s;gi I‘ihe accurate 17 20 24
Recognizing the 12 21 71

primary source

In the question about the sources used in research, students were presented with three sources
that they could turn to during research and were asked to decide which one was more reliable. Since the
most reliable source that can be preferred among the options is the primary source, the correct answer
expected from the students is the interview with a national wrestler, which is Giilay's preferred source.
The answer "Giilay has reached" was repeated by 17 students in the pre-perception questionnaire, 20
students in the post-perception questionnaire and 24 students in the delayed post-perception
questionnaire. It was observed that the number of correct answers was high across all questionnaires,
indicating that the students already had some knowledge of the subject before the implementation.
However, the increase in the number of correct answers in the post-perception questionnaire is an
indication that the applications were useful in reaching the correct information. In the delayed post-
perception questionnaire, it is seen that the number of correct answers is higher than the post-perception
questionnaire. It is thought that this situation is due to the students' attention to the subject after the
application. The researcher observed that the literacy skills included in the research were used by the
students in the social studies lessons taught after the applications were completed. This situation can be
interpreted as the permanence of the literacy perspective.

Based on the case study, the second question asked to the students was "Which student obtained
information from the primary source?". In this item of the question related to the types of sources used
in research, it was tried to determine the students' ability to distinguish between primary and secondary
sources. When the research findings were analyzed, it was found that 12 students answered "Giilay
obtained information" in the pre-perception questionnaire, the number of students who gave the same
answer increased to 21 in the post-perception questionnaire, and the number of students who gave the
correct answer in the delayed post-perception questionnaire was 21 as in the post-perception
questionnaire.

According to the research findings, it is seen that the number of students who gave the correct
answer in the post-perception questionnaire and delayed post-perception questionnaire increased
compared to the pre-perception questionnaire. Since it was assumed that the students did not know the
concept of primary source

when the perception questionnaire was applied, it is thought that the students chose the most
appropriate one among the options. In the post-perception questionnaire and delayed post-perception
questionnaire, it can be said that students made a more conscious choice about the correct answer. The
observations of the researcher are also in this direction.

1.3. Findings related to the Sub-skill of “Analyzing More Than One Source on a
Social/Historical Topic”

Analyzing more than one source on a social/historical topic is considered as a particularly
necessary literacy skill in the social studies lesson. The necessity of source searching was emphasized
from the beginning of the action research process; for this reason, activities aimed at developing this
skill were included in all possible activities. In the rubrics of 4 activities, utilizing different sources was
included as an evaluation criterion. Table 8 shows the findings obtained from the activities related to the
sub-skill of “Analyzing more than one source on a social/historical topic.”
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Table 8. Findings obtained from the activities related to the sub-skill of “Analyzing More Than One
Source on a Social/Historical Topic”

Levels (N=29)

Event Name Qualified Moderate lsr}rllglrl(l;\i,:g Not coming
Change: How? Why? 8 13 2 6
Polyphonic Word Choir 16 4 5
Poem Completion 16 3 9 1
Newspaper Preparation 11 5 6 7

Change: How? -Why? activity was attended by 23 students. The work of 8 students was
evaluated as qualified in terms of utilizing different sources while conducting research. When the
research findings are analyzed, it is seen that the number of students whose work is accepted as qualified
is only 8 out of 23 students. It can be said that students are not at the desired level for this activity in
terms of utilizing different sources while doing research. This may be thought to be due to the fact that
the activity was the first activity related to the specified outcome.

24 students participated in the Polyphonic Word Choir activity. In the activity, students were
asked to research the games commonly played by Turks in history and to produce a product in
accordance with the specified criteria by using the information they obtained at the end of the research.
The research part of the activity was designed individually, and the product creation part was designed
as group work. The work of 16 students on utilizing more than one source on a subject was evaluated
as qualified. During the "Polyphonic Word Choir" activity, one of the groups in the class, the Heroes
group, worked on the archery game. The group consists of 7 members. The members of the group first
filled in the activity forms individually; then, in the form of group work, they created a single activity
form in the desired criteria by bringing together the information they obtained from different sources.
The students individually researched archery in the past and present and then indicated the sources they
utilized. An example from the individual part of the study is given below. On the left is the original form
and on the right is the analyzed form.

AASTIIAN OYUN; OKGUIUK A/ v )
Past version of the play:
OYUNUN GEOMIBTER AL
LO,» m,,ff«'«”,“r‘“‘z.,.”?f;"** ‘,,f,“f (,“‘“m::‘:i” It has an important place in Turkish history. It is a game played since Central
L‘?:\_’f"‘fm_ ﬁ;‘_‘;}[;‘f‘ ‘*W':ﬁ g:_‘;:\_"“““ ibed Il Asia. In the Ottoman period, a horse archery game called the pumpkin game
';,‘i'};‘j___'{’;"( ‘f”r g v m";w Mool ale was played. Many objects such as glasses and balls were used as targets. The
‘ m‘w’m‘“ ﬁw‘t}‘;““ IW“M"“”""““ aig target would be placed on a pillar and the archer would turn round and try to

hit the target while riding his horse.

Current version of the game:

The game has turned into a sport today. With the order of Atatiirk, a few people

from archery families tried to develop archery. The target is hit by shooting
arrows while standing on the circular target board with modern western
clothes and points are earned.

Sources Utilised:

1. Retrieved from www.tirendaz.com.tr on 13.11.2014.

“““ 2. Turkish Traditional Archery Author: Dr Murat Ozveri on 13.11.2014.

::n:lum caor T inbrnudr. £ 1suw4w 3. Turkish Archery by: U.Yiicel (1999) taken from his writings on 13.11.2014.
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In the example, the student researched archery in the past and present and then indicated the
sources he/she used. The student included an internet source in his/her bibliography and also benefited
from two articles. The student utilized different sources while preparing his/her study. Below is the
group work prepared in accordance with the desired criteria by bringing together the information
obtained by the students from different sources.
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Group members came together to carry out the group work. Group members brought together 7
forms, including the activity form given as an example, and created the group form shown below by
making use of these forms. After the students individually researched the archery game, as a group, they
determined the past, present and common aspects of archery in the past and present. The original and
transcribed versions of the form are given below.
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History Commonalities Current
1t is used in wars. The bow is used. Used for entertainment.
Practiced with a ball and a glass. The target is aimed. Work with the target board.
Standing on a horse. With an arrow. People stand.
Primitive bows are used. The target board is hit. Advanced bows are used.
Using bows in battles. Weapons are used. The use of weapons in wars.

In order to create the group form, the students examined more than one source on a topic and did
research on what different materials say about the same topic in historical documents. The group work
form created by the students includes the stages of examining and bringing together many different
sources, obtaining the necessary information from them and producing a product by making use of the
information. In this sense, it requires high-level cognitive skills. The majority of the students' work was
evaluated as qualified in terms of utilizing different sources related to the activity. Compared to the
previous activity, it can be said that students attach more importance to utilizing different sources while
preparing their works.

28 students participated in the Poem Completion activity. The work of 16 students was accepted
as qualified.

22 students participated in the Newspaper Preparation activity. The work of 11 students was
accepted as qualified in terms of utilizing more than one source on a topic.

The work of half of the students participating in the activity was evaluated as qualified in terms
of the ability to utilize different sources. Compared to the previous activity, it is seen that the number of
studies evaluated as qualified in terms of utilizing different sources while preparing the students' works
has decreased. This may be thought to be due to the fact that the activity of creating a newspaper was
generally difficult for the students. The newspaper creation activity is a long-term activity consisting of
several parts. Students were assigned various tasks throughout the activity. Since the students took more
than one responsibility during the activity, they did not give the necessary importance to some of the
activities in the activity.

Throughout the practices, the importance of using different sources in research was emphasized.
With examples, it was explained that historical documents on the same subject may contain different
information. Although the students grasped the importance of the subject, it is seen that this situation was
not reflected in the studies they prepared at the desired level. Because making use of different sources
causes the preparation time of their work to be prolonged. At the same time, benefiting from different
sources requires high-level cognitive skills such as analysis, synthesis and evaluation. During the
research process, it was observed that students could ignore the responsibility of benefiting from
different sources while doing research in order to prepare their studies in a shorter time and with less
effort.
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During the activities, the necessity of analyzing more than one source on a social/historical topic
was emphasized, and many tasks were designed to develop this sub-skill. In order to determine how the
activities affected the students in terms of the mentioned sub-skill, 2 questions were included in the
perception questionnaires with the case study method. The first question asked to the students in the
perception questionnaire on the subject is given below:

"Mehmet saw the picture of his great-grandfather while examining family photos. His father told
him that his great grandfather was a martyr. If Mehmet wants to learn about his great-grandfather,
where can he get information?"

Table 9 shows the findings related to the evaluation of the sub-skill of " Analyzing More Than
One Source on a Social/Historical Topic" in the first question of the perception questionnaire.

Table 9. Evaluation of " Analyzing more than one source on a social/historical topic" sub- skill in the first question
of the perception questionnaire

Answer Phrase Questionmae (N-28) _ Questiomare (N-29) Questionnaire (N-29)
They should seek information from 20 26 25
family elders.
He can look at photographs/albums. 8 9 10
He can get information from diaries.
He can get information from the 1 0 0

martyrdom.

When the research findings were analyzed, it was seen that the most frequently repeated
statement in the pre-perception questionnaire, post-perception questionnaire and delayed post-
perception questionnaire was "He should get information from family elders". It is natural that the first
source of information about the family member should be the elders of the family. The fact that this
answer was expressed by 20 students in the pre-perception questionnaire shows that the students had an
idea about the subject before the application. The same statement was repeated by 26 students in the
post- perception questionnaire and 25 students in the delayed post-perception questionnaire. According
to the pre-perception questionnaire, it is seen that the frequency of repetition of the statement increased
in the questionnaires conducted after the activities were completed. This situation suggests that the
students' knowledge about the subject increased in the practices.

The second question in the perception questionnaires regarding the sub-skill of analyzing more
than one source on a social/historical topic and the findings related to the question are given below.
Students were asked about the possible reasons for the differentiation of information in different books.
The frequency order of the answers given to the question was from the one with the highest frequency
to the one with the lowest frequency in the post-perception questionnaire.

"Zehra used two different books while doing research on the War of Independence. She saw that the
information given in two books on the same subject was different. What do you think is the reason
for this situation?"
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Table 10. Evaluation of "Analyzing More Than One Source on a Social/Historical Topic" sub-skill in perception
questionnaires

Pre- Post- Delayed post-
perception perception perception
Answer Category Questionnaire  Questionnaire  Questionnaire
(N=28) (N=29) (N=29)
Statements that do not question
L 21 10 12
the reliability of sources
Statements questioning the reliability of sources
Expressions emphasizing the type of source 0 6 7

In the question designed to assess the reliability of sources, students were asked to explain why
different sources might present different information on historical issues. When the research findings
are analyzed, it is seen that expressions that do not question the reliability of the sources are frequently
encountered. What is meant by the statements that do not question the reliability of the sources are the
statements that the information may be different due to reasons such as printing error, preparation for
different age groups, all books being different from each other, books being the continuation of a series.

Among the answers given to the question, the statements questioning the reliability of the
sources and emphasizing the type of source were evaluated as qualified statements. Such statements
suggest that students have become aware of the necessity of analyzing more than one source on a
social/historical topic. The statements questioning the reliability of the sources emphasized that “one of
the sources is reliable, while the other is not.” While such statements were not encountered in the pre-
perception questionnaire, they were encountered 9 times in the post-perception questionnaire and § times
in the delayed post-perception questionnaire. Statements emphasizing the type of source are the
statements that take into consideration the status of the sources as "primary and secondary sources".
While such expressions were not encountered in the pre-perception questionnaire, they were encountered
6 times in the post-perception questionnaire and 7 times in the delayed post-perception questionnaire. It
is seen that the statements emphasizing the necessity of analyzing more than one source on a
social/historical topic were never encountered in the pre-perception questionnaire. This situation is
thought to be due to the fact that the students did not encounter the idea that there might be wrong
information in the sources before the research process. In the post-perception questionnaire and delayed
post- perception questionnaire, it is seen that such statements are used by about half of the students.

Checking the reliability of sources is an important skill for literacy in the social studies lesson.
While no statements were used in the pre-perception questionnaire to check the reliability of the sources,
the use of such statements in the post-perception questionnaire and delayed post-perception
questionnaire can be considered as an indicator that the students acquired this skill during the
application. It is possible to come across different information on the same subject in historical
documents. During the action research process, students were told about the characteristics of social
studies and the concept of relativity was emphasized. Examining more than one source on a subject was
considered an important guide for reaching accurate information, and related activities were
incorporated into the practices. It can be inferred that the students had limited knowledge of this issue
prior to the implementation, and that the practices contributed to their development in this area.

2.  Analyzing the Opinions of the Students Participating in the Study on Content Area
Literacy Practices

After the action research process was completed, in addition to the post-perception
questionnaire, an open-ended question was asked to the students and they were asked to evaluate all the
practices in the process. All 29 students in the class answered the question. Table 11 was obtained by
analyzing the answers of the students.
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Table 11. Findings regarding the opinions of the students participating in the study on content area literacy
practices

Opinion Statements Number of Students (N=29)
It was a pleasure 20
It was fun
It was nice

I would like to do similar work

It increased social skills

I would like to do this kind of work in different lessons
Sometimes I get bored

— W W N O O O

I did not like the communication problems in the group

When the answers given by the students are evaluated, it is seen that they generally used
expressions of appreciation about the action research process. In the answers given by all 29 students,
the expressions "It was enjoyable", "It was fun" or "It was nice" were found. 9 students expressed their
desire to do similar applications by saying "I would like to do similar studies". 6 students mentioned
that the applications gave them the opportunity to communicate with their classmates in the group work
part with the statement "Our social skills increased". 3 students expressed their desire to include such
activities in other lessons by saying "I would like to do such activities in different lessons". 3 students
used the expression "Sometimes I got bored. Especially in the activities requiring presentations,
expressions about being bored while waiting for their turn to present were also found in the student
diaries. 1 student said, "I did not like the problems in the group" and expressed the problems in the group,
which were also expressed in the student diaries. The students who used the expressions "Sometimes 1
was bored." and "I did not like the in-group problems." also stated that they were satisfied with the
overall practices.

The researcher's observations also indicated that the action research process was an enjoyable
process for the students. Examples of students' answers to the question are given below. S1 said, "I think
it was good. It was a pleasure for me to learn what happened in my past. I solved a lot of tests from
them. The War of Independence and World War I were all very good. What I liked the most was the
Polyphonic Word Choir activity. But I was bored in some ways. We divided our class into clusters and
made newspapers. That was also enjoyable. It was an honor for me to do this activity with my friends
and to take part in something like this". The student stated that he solved tests about the subjects he
learnt when he went home. Test solving type activities were not included in the process, it is known that
the student was directed to solve tests by his/her family.
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S2 said, "All of those works were really beautiful and fun. Finally, we made a newspaper. Each
work is beautiful from each other. We made an effort and distributed the newspapers to the classes.
There is more than one labor in these newspapers. I am very happy that [ made my own work and
newspaper. I would like to thank my teacher Basak very, very much for making us do this work."
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S6 expressed her feelings and thoughts about the process as follows. "I liked this study very
much. I hope it will continue. In this way, I will evaluate my lessons better. It is a very good idea. |
would like to have this lesson in math, Turkish, traffic, science and technology, social studies lessons".
The student stated that similar activities can be done in every lesson. As the student stated, it is possible
to do content area literacy practices in all lessons.
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As seen in the student statements above, the students expressed positive opinions about the
activities carried out to develop literacy skills in the social studies lesson. The implementation process
was productive for both the students and the researcher.

Discussion, Conclusion and Suggestions

In the social studies lesson, the skills that students should have regarding the sources used in
research in the research process, especially as necessary literacy skills, were addressed. The skills related
to the sources used in research were analyzed under the sub-skills of checking the reliability of sources,
knowing the difference between primary and secondary sources, and analyzing more than one source on
a social/historical topic.

It is thought that students learnt the necessity of checking the reliability of sources and analyzing
more than one source related to a social/historical topic. However, when students were asked to add
bibliographies to their research to observe their skills in these areas, it is generally seen that half of the
students in the class prepared products that were considered "qualified". It is thought that students whose
work was evaluated as medium quality or in need of improvement tended to skip the bibliography
section of the activity, as they regarded creating a bibliography as an additional task and generally found
writing boring. In their studies, Shanahan (2018) and Lee and Spratley (2010) stated that students need
strategies for reading and analyzing historical documents and reading strategies based on academic
content.

It is thought that if students become aware of the necessity of conducting studies on the sources
used in research, they will give more importance to their research in this regard. It was observed that the
difference between primary and secondary sources was learnt in the process. Students encountered
activities for the development of skills related to the sources used in research during the action research
process. Before the research, they did not do any activities for the development of these skills. For this
reason, many activities for the development of these skills were carried out during the action research
process.
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In the research process, 4th grade primary school students were studied, and it was seen that the
skills related to content area literacy could be acquired at this grade level. Studies on the sources used in
research can be considered early for the 4th grade of primary school. However, it is thought that the
importance of sources in historical subjects and the necessity of using bibliography is a skill that should
be acquired by students from an early age. This idea is in line with the view of Chall, Jacobs, and Baldwin
(1990) that literacy can be acquired at an early age. Kim et al. (2021) found that content area literacy
activities implemented at primary school level had positive effects on scientific content knowledge,
reading interest and reading comprehension skills.

In the action research process, the resources used in the research can be considered as
informative texts. The use of informative texts contributed significantly to the increase in lesson success
and the development of literacy skills. In the research conducted by Ol and Kabapinar (2023) on using
newspaper news as a tool in teaching social studies lesson, it was seen that in learning environments
where newspaper news is used, students can gain high-level thinking skills such as decision making,
problem solving and critical thinking, which social sciences methodology aims to gain. The newspapers
used in the study are an important source as informative texts. In their study, Swain and Coleman (2014)
stated that including informative texts in the process will contribute to both students' learning of social
studies lesson topics and the development of their literacy skills. Pennington, Obenchain, and Brock
(2014) and Maloch and Horsey (2013) concluded that informative texts increase literacy skills and
lesson success in social studies and science lessons; this study showed a similar effect.

During the research process, activities that allowed students to write from the field were
implemented. Morrow, Pressley, Smith, and Smith (1997) wrote stories about science lessons with 3rd
grade students; Wilcox and Monroe (2011) proposed a model to improve writing skills in mathematics
lessons; Knipper and Duggan (2006) suggested strategies for writing from the field. Relyea, Kim, Rich,
and Fitzgerald (2024) and Fenty and Brydon (2017) also found that content area literacy practices have
interdisciplinary effects and support students' field knowledge and writing skills. The common view in
all the mentioned studies is that conducting writing activities from the content area will increase students'
knowledge of the content and improve their writing skills at the same time.

In this study, a model for linking social studies lesson with literacy skills was proposed and an
application was made accordingly. Vaughn, Swanson, and Roberts (2013) provided social studies
teachers with training on how to develop students’ content area literacy skills and later enabled them to
apply these practices in the classroom. Connor et al. examined students in science and social studies
teaching. Clark and Lott (2017) designed a “learning circle” model and implemented it, while Lai,
Wilson, McNaughton, and Hsiao (2014) studied the effect of a literacy project on reading
comprehension and school achievement. In the doctoral dissertation conducted by Kuru (2022), it was
observed that permanent learning in students’ map reading skills was achieved through gamified
activities in the social studies course in the 4th grade of primary school. In the study of Tufan (2021), it
was found that students’ skills such as making meaning, questioning, and adopting multiple perspectives
improved while attaining the achievements related to the Turkish course. The common point of the
studies mentioned above is the design of practices that integrate literacy skills with subject teaching and
ensure their implementation in schools. The overall result of these studies is that such designs contribute
to the development of literacy skills and support subject learning. When the overall research is evaluated,
it can be concluded that the findings of the present research are consistent with those of the studies listed
above.

Studies conducted around the world to improve content area literacy reveal that these practices
not only increase students' academic achievement but also support their general literacy skills (Hwang,
Cabell, & Joyner, 2021; Kim et al., 2021; Clark & Lott, 2017; Pennington et al., 2014; Maloch & Horsey,
2013; Wilcox & Monroe, 2011; Knipper & Duggan, 2006; Morrow et al., 1997). The research process
was conducted in the classroom where the researcher was also the teacher. Kenna, Russell III, and
Bittman (2018) stated that teachers' theoretical knowledge about literacy is limited. It is thought that this
situation is a great advantage for the researcher to know the students, to be aware of the needs of the
students and to have knowledge about content area literacy.

The students' views on the action research process were obtained from their responses to the
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open-ended question directed to obtain their general views on the applications after the applications
were completed. After the process was completed, students expressed their feelings and thoughts about
the process with words such as enjoyable, fun, beautiful. In addition, the students stated that they wanted
to do similar studies and that they wanted to do such studies in other lessons. The researcher also
observed that the process was enjoyable for the students. In the research process, the researcher tried to
integrate the subjects of the social studies lesson with literacy skills, taking into account the subjects
aimed to be acquired in the social studies lesson. In the process, since it was not possible to address all
the necessary literacy skills in the social studies lesson, the skills that could be integrated into the social
studies lesson subjects were determined. In terms of ensuring the development of the identified skills in
students, it can be said that the practices carried out were efficient.

The research was conducted by associating the social studies lesson with literacy skills. It is also
possible to carry out content area literacy practices in other lessons. The research was conducted with
primary school 4th grade students. When the studies conducted abroad are examined, it is seen that the
practices can be carried out starting from the first years of primary school and covering the university
years. Researchers can also carry out the research with a different grade level that they address.
Researchers can increase the number of skills and skill areas by conducting the necessary literature
review in case of content area literacy practices. The study is limited to the literacy skills related to the
specified field and the unit addressed. Content area literacy practices offer the opportunity to design
activities that make it possible to incorporate technology into education. For this, activities such as e-
books and e-discussion environments can be used to help students adapt to technological developments
and develop their content area literacy skills at the same time. Researchers can design activities to
associate technology with literacy skills and observe the effects of such activities on students. The
research was conducted in a public school. It may be recommended to conduct similar studies in private
schools. It is also possible to carry out the same practices in public and private schools and compare the
results.

It is thought that the applications aimed at developing content area literacy skills can be easily
carried out by teachers. When an activity book containing examples for developing content area literacy
skills is prepared, it is thought that it will be easier for teachers to make in-class applications. Researchers
can be suggested to prepare an activity book for developing content area literacy skills.

In the research process, it was seen that the development of content area literacy skills in students
is possible through classroom practices. It is thought that the design of activities to develop content area
literacy skills can be done by all teachers. For this, it is necessary to have knowledge about literacy skills.
After conducting the necessary research on the subject, teachers can be recommended to design and
implement activities to develop content area literacy skills in their classrooms. Students were sometimes
tired and bored due to the intensive program of content area literacy practices during the action research
process. Teachers can be advised to integrate content area literacy practices throughout the teaching
process. During the action research, students frequently used the expression “the way we teach the
lesson” when describing the aspects they enjoyed. It was also observed that they appreciated learning
through different methods. Therefore, it can be recommended that teachers incorporate a variety of
methods into their lessons.

References

Akyol, H. (2011a). Teaching Turkish primary reading and writing. Ankara: Pegem Akademi.
Akyol, H. (2011b). Turkish teaching methods suitable for the new programme. Ankara: Pegem Akademi.

Altieri, J. L. (2011). Content counts! Developing disciplinary literacy skills, K-6. Newark, DE: International
Reading Association.

Altun, A. (2003). E-literacy. Journal of National Education, (158).
http://dhgm.meb.gov.tr/yayimlar/dergiler/Milli_Egitim Dergisi/158/altun.htm

Altun, A. (2005). Developing technologies and new literacies. Ankara: An1 Publishing.

Altun, A., & Giirer, M. D. (2005). From single literacy to multiple literacy: Media literacy. In A. Altun & S. Olkun

(Eds.), Mathematics science technology management in the light of current developments (pp. 177-190).
Ankara: Ani Publishing.

Aricy, A. F. (2008). Reading education. Ankara: Pegem Akademi.

164


http://dhgm.meb.gov.tr/yayimlar/dergiler/Milli_Egitim_Dergisi/158/altun.htm

Journal of Education, Theory and Practical Research 2025, Vol 11, Issue 2, 145-166 Berna GOFNER, Yiicel KABAPINAR

Asici, M. (2009). Literacy as a personal and social value. Journal of Values Education, 17, 9-26.

Asici, M., & ince, B. (2014, May). An action research on the development of literacy skills in 3rd grade life science
lesson. 13th National Primary Teacher Education Symposium, Kiitahya: Dumlupinar University.

Asici, M., Ince, B., & Akyol, S. (2015). The use of informative books as a teaching material in science and
technology lesson: Primary school 4th grade example. Bartin University Journal of Faculty of Education,
USOS 2015 Special Issue, 206-222.

Barr, R., Barth, J. L., & Shermis, S. S. (1977). Defining the social studies. Arlington, VA: National Council for
the Social Studies.

Beydogan, H. O. (2010). Strategies affecting reading and comprehension. Journal of National Education
Education and Social Sciences, (185), 8-21.

Billmeyer, R., & Barton, M. L. (1998). Teaching reading in content areas: If not me, then who? Aurora, CO:
MCcREL.

Chall, J. S., Jacobs, V. A., & Baldwin, L. E. (1990). The reading crisis: Why poor children fall behind. Cambridge,
MA: Harvard University Press.

Chauvin, R., & Theodore, K. (2015). Teaching content area literacy and disciplinary literacy. SEDL Insights, 3(1),
1-10.

Clark, S. K., & Lott, K. (2017). Integrating science inquiry and literacy instruction for young children. 7he Reading
Teacher, 70(6), 1-10. https://doi.org/10.1002/trtr.211

Connor, C. M., Dombek, J., Crowe, E. C., Spencer, M., Tighe, E. L., Coffinger, S., et al. (2016). Acquiring science
and social studies knowledge in kindergarten through fourth grade: Conceptualisation, design,
implementation, and efficacy testing of content-area literacy instruction (CALI). Journal of Educational
Psychology, 109(3), 301-320.

Gofner, B. (2017). An action research on the development of literacy skills in social studies lesson (Unpublished
doctoral dissertation). Marmara University, Istanbul.

Johnson, A. P. (2014). Action research handbook (Y. Uzuner & M. O. Anay, Cev.). Ankara: An1 Publishing.
Kabapnar, Y. (2012). Life science and social studies teaching from theory to practice. Ankara: Pegem
Akademi.

Kabapinar, Y., & Ol, C. G. (2023). How effective is the social studies lesson experience supported by newspaper
news in terms of gaining multiple perspectives in students?: An action research. International Journal of
Social Science Research, 12(2), 103-123.

Kahramanoglu, R., Altun, D., & Bakan-Kalaycioglu, D. (2024). K12 skills framework Turkey holistic model:
Literacy skills. Journal of National Education, 53(241), 499-518.
https://doi.org/10.37669/milliegitim.1307713

Kenna, J. L., Russell, W. B., III, & Bittman, B. (2018). How secondary social studies teachers define literacy and
implement literacy teaching strategies: A qualitative research study. History Education Research Journal,

15(2). https://doi.org/10.18546/herj.15.2.05

Kim, J. S., Burkhauser, M. A., Mesite, L. M., Asher, C. A., Relyea, J. E., Fitzgerald, J., & Elmore, J. (2021).
Improving reading comprehension, science domain knowledge, and reading engagement through a first-grade
content  literacy  intervention.  Journal of  Educational  Psychology, 113(1),  3-26.

https://doi.org/10.xxxx/edu0000465

Knipper, K. J., & Duggan, T. J. (2006). Writing to learn across the curriculum: Tools for comprehension in content
area classes. International Reading Association, 462, 470.

Kuru, G. (2021). Development of map literacy with gamified lesson activities in primary school social studies
lesson (Unpublished doctoral dissertation). Eskischir Osmangazi University.

Lai, M. K., Wilson, A., McNaughton, S., & Hsiao, S. (2014). Improving achievement in secondary schools: Impact
of a literacy project on reading comprehension and secondary school qualifications. Reading Research
Quarterly, 49(3), 305-334.

Lee, C. D., & Spratley, A. (2010). Reading in the disciplines.: The challenges of adolescent literacy. New Y ork,
NY: Carnegie Corporation.

Maloch, B., & Horsey, M. (2013). Living inquiry: Learning from and about informational texts in a second-grade
classroom. The Reading Teacher, 66(6), 475-485. https://doi.org/10.1002/TRTR.1155

MEB. (2010). Social studies lesson (grades 4-5) curriculum and guide. http://ttkb.meb.gov.tr/program?2.aspx
MONE. (2018). Social studies lesson curriculum. Ankara: Ministry of National Education.

MEB. (2024). Social studies lesson curriculum. Ankara: Ministry of National Education.

165


http://ttkb.meb.gov.tr/program2.aspx

Journal of Education, Theory and Practical Research 2025, Vol 11, Issue 2, 145-166 Berna GOFNER, Yiicel KABAPINAR

Morrow, L. M., Pressley, M., Smith, J. K., & Smith, M. (1997). The effect of a literature-based programme
integrated into literacy and science instruction with children from diverse backgrounds. Reading Research
Quarterly, 32(1), 54-76.

Moss, B. (2005). Making a case and a place for effective content area literacy instruction in the elementary grades.
The Reading Teacher, 59(1), 46-55.
Oztiirk, C. (2012). Social studies teaching. Ankara: Pegem Akademi.

Pennington, J. L., Obenchain, K. M., & Brock, C. H. (2014). Reading informational texts: A civic transactional
perspective. The Reading Teacher, 67(7), 532-542.

Safran, M. (2012). Social studies teaching. Ankara: Pegem Akademi.

Sezer, B. B., & Dedeoglu, H. (2024). Literacy skills in the Maarif model primary school curriculum: Financial,
visual and critical. Turkish Journal of Educational Sciences, 22(3), 2007-2027.
https://doi.org/10.37217/tebd.1511168

Sezgin Tufan, B. (2021). Development of critical literacy skills of primary school fourth grade students
(Unpublished doctoral dissertation). Usak University.

Shanahan, C., & Shanahan, T. (2014). Does disciplinary literacy have a place in elementary school? The Reading
Teacher, 67(8), 636-639.

Shanahan, T., & Shanahan, C. (2018). Disciplinary literacy: Just the next fad? Educational Leadership, 75(3), 26-
31

Swain, H. H., & Coleman, J. (2014). Revisiting travelling books. The Reading Teacher, 68(4), 267-273.

Tavsancil, E., & Aslan, E. (2001). Content analysis and application examples for verbal, written and other
materials. Istanbul: Epsilon Publishing.

UNESCO. (2004). The plurality of literacy and its implications for policies and programmes. Paris: UNESCO.

Vaughn, S., Swanson, E. A., & Roberts, G. (2013). Improving reading comprehension and social studies
knowledge in middle school. Reading Research Quarterly, 48(1), 77-93.

Yildirim, A. & Simsgek, H. (2011). Qualitative research methods in social sciences. Ankara: Seckin.

Wilcox, B., & Monroe, E. E. (2011). Integrating writing and mathematics. The Reading Teacher, 64(7), 521-529.
Wolk, S. (2003). Teaching for critical literacy in social studies. The Social Studies, 94(3), 101-106.

This work is licensed under a Creative Commons Attribution 4.0 International License

166


https://creativecommons.org/licenses/by/4.0/

ISSN 2149-7702
e-ISSN 2587-0718 DOI: 10.38089/ekuad.2025.227

Cilt 11 (2025) Say1 2, 145-166

Alan OKuryazarhg Yaklasiminin Sosyal Bilgiler Dersi Ogretim
Programina Uyarlanmasi Uzerine Bir Eylem Arastirmasi

Basak GOFNER!, Yiicel KABAPINAR?

Oz

Anahtar Kelimeler

Okuryazarlik denildiginde, pek ¢ok okuryazarlik tiirii karsimiza ¢ikmaktadir.
“Alan okuryazarlig1” da okuryazarlik tiirlerinden birisidir. Alan okuryazarligi,
okuryazarlik kavramindaki degisime okullarin ayak uydurma ihtiyaci ile ortaya
cikmistir. Alan okuryazarlifi anlayisina gore tiim derslerde 6grencilerin farklt
okuryazarlik ihtiyaclart bulunmakta ve bu ihtiyaglarin  karsilanmasi
gerekmektedir. Sosyal bilgiler dersi, kendine 06zgli okuryazarlik becerileri
gerektiren derslerden birisidir. Sosyal bilimlerin 6znellik temelli deger yargilar
icermesi, arastirmacinin goriislerinden etkilenmesi, sosyal/tarihi bir konu ile ilgili
birden fazla kaynak taramayi zorunlu kilmasi gibi durumlar sosyal bilgiler
dersinin alana 6zgii okuryazarlik becerileri gerektirmesinin sebepleri arasinda
siralanabilir. Arastirmanin amaci, sosyal bilgiler dersinde gerekli okuryazarlik
becerilerini belirlemek ve bu beceriler iizerine bir uygulama yapmaktir.
Uygulamanin etkililigini incelerken ayni zamanda Ogrenci goriislerine de
bagvurulmustur. Arastirma, nitel bir ¢alisma olup eylem arastirmasi desenine gore
tasarlanmigtir. Arastirmada veri toplama araglari olarak algi anketleri, ¢aligma
yapraklari, aragtirmact giinligii ve 6grenci goriis formu kullanilmistir. Arastirma,
Istanbul ili Uskiidar ilgesindeki bir ilkokulun 4. sinifinda gerceklestirilmistir.
Aragtirmaci, uygulamanin yapildigi sinifin smif 6gretmenidir. Arastirmanin
yapildig: siniftaki 6grenci sayist 29°dur. Aragtirmaya siiftaki 6grencilerin tamami
dahil edilmistir. Arastirma bulgularina gore, 6grencilerin sosyal bilgiler dersinde
gerekli okuryazarlik becerileri agisindan gelistigi ve arastirmada kullanilan
kaynaklar agisindan 6grencilerin yaklasik yarisinin uygulama siirecinde nitelikli
iiriinler hazirladig1 gézlemlenmistir. Ogrenciler genel olarak uygulamaya iliskin
olumlu goriisler ifade etmislerdir. Arastirma sonucunda; alan okuryazarligi
becerilerini gelistirmeye yonelik uygulamalarin sosyal bilgiler dersi yani sira
farkli derslerde de yapilmasit ve farkli simif seviyelerinde alan okuryazarlig:
uygulamalarina yer verilmesi onerilebilir.
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Giris

Okuryazarlik ve alan okuryazarligi kavramlar gelisime agik kavramlardir. Toplumsal gelisimler
kavramin yogunlugunu arttirmaktadir. Okuryazarlik kavram, igerisinde pek ¢ok zihinsel beceriyi, dili
kullanarak gerceklestirilen iletisim becerilerini ve tutumlarimi barindiran bir egitim terimine
doniismistiir (Asici, 2009). Okuryazarlik; bilgi, beceri ve sosyal normlart anlamamizi, birbirimizle
paylagsmamizi, yorumlayabilmemizi ve kendi kiiltiiriimiizde bulunan semboller sistemini kullanarak
bizden sonraki nesillere aktarmamizi saglayacak aragtir (Altun ve Giirer, 2005). Okuryazarlik kavrami
UNESCO (2004) tarafindan; degisik tiirdeki yazili kaynaklari, kayitlar1 kullanarak tanimlama, anlama,
yorumlama, bir araya getirme, iletisim kurma ve hesap yapma yetenegi olarak tanimlanmistir. Alan
okuryazarligi kavrami ise Altieri (2011) tarafindan; konu alanina Ozellestirilmis becerilerin
kazandirilmasi; sosyal bilgiler, fen bilimleri ve matematik gibi derslerde bir dizi medyay1 okuma, yazma,
yorumlama, olusturma ve sunma yetenegi; karmasik ve alana 6zgii beceri ve rutinleri 6grenmek olarak
ifade edilmistir. Alan okuryazarligi; bilim, tarih ve edebiyat gibi her akademik disiplinde kullanilan 6zel
okuma, anlama ve diisiinme yollarmin 6grenilmesi gerektigi goriisiinii ileri sunmaktadir. Her alanda,
anlam yaratmak ve iletisim kurmak i¢in metin kullanmanin kendine 6zgii yollar1 vardir. Buna gore
cocuklar okul kademelerinde ilerledik¢e, okuma yazma 6gretimi; genel okuma yazma stratejilerinden,
her disiplinde daha uzmanlagmis olanlara kaydirilmalidir (Shanahan ve Shanahan, 2014). Alan
okuryazarlig1 kavrami; “6grenmek i¢in okuma” ve “6grenmek i¢in yazma” kavramlarimdan dogmustur.
Ogrenmek icin okuma kavrami, alana 6zgii metinleri 6grenmek icin gerekli okuma stratejilerini
kullanmayi gerektirir (Moss, 2005). Ogrenmek igin yazma, yazmay1 dgrenmekten farklidir. Ogrenmek
icin yazmada amag, ileri diizey 6grenme ve anlam olusturma icin firsat sunmaktir. Ogrenmek igin
yazma, Ogrencilerin bir konuyla ilgili neyi bildigini ve neyi bilmedigini diisiinmesine, netlestirmesine
ve sorgulamasina firsat verir. Ogrenciler ayn1 zamanda konu ile ilgili neye odaklanmalari gerektigini,
dil becerilerini, kendilerini ve farkli okuyucularla iletisim becerilerini kesfederler (Knipper ve Duggan,
2006). Bu acidan bakildiginda, yazma 6grencilerin kendini degerlendirmesine olanak tanir.

Sosyal bilgiler, alana 6zgili okuryazarlik becerileri gerektiren bir disiplindir. Milli Egitim
Bakanlig1 sosyal bilgiler dersi 6gretim programi incelendiginde; programin siire¢ igerisinde oldukga
farklilagtigr goriiliir. Ozellikle 2005 yili1 dncesi programda yer alan ezbere doniik ifadeler yerini yeni
yaklasimlara birakmistir. Bu yeni yaklasimlar; 6grencilere kavramsal beceriler, alan becerileri, sosyal
ve duygusal O0grenme becerileri, okuryazarlik, egilimler ve degerlerin kazandirilmasi amaciyla
belirlenmistir (MEB, 2024). Okuryazarlik kavrami, Milli Egitim Bakanlig1 tarafindan hazirlanan
Tiirkiye Yiizyilh Maarif Modeli kapsaminda bir beceri alani olarak tanimlanmistir. Miifredatta
okuryazarlik; “bilgi, dijital, finansal, gorsel, kiiltiir, vatandaglik, veri, siirdiiriilebilirlik ve sanat
okuryazarlig1” gibi ¢ok boyutlu bir yapiyla ele alinmaktadir (MEB, 2024). S6z konusu modelde
okuryazarlik becerileri ii¢ temel diizeyde yapilandirilmistir:

1. Farkindahk diizeyi: Okuryazarlik tiiriine iligkin temel bilgi, kavram, terim ve olgularin
taninmast, anlagilmasi ve bu unsurlarin farkinda olunarak duyarlilik gelistirilmesi.

2. Islevsellik diizeyi: Ogrencilerin, s6z konusu bilgi ve kavramlar arasindaki biitiinsel iligkileri
kavrayabilmesi.

3. Eylemsellik diizeyi: Ogrencilerin 6grendiklerine dayali olarak harekete gegmesi.
Bu diizeyler, gelisimsel bir biitlinliik i¢inde ve sarmal bir yap1 dogrultusunda planlanmistir.

Okuryazarligin programda bir ders olarak degil, beceri alan1 seklinde yer almasi; okuryazarligin
dinamik yapisinin, degisen ¢agdas ihtiyaclara cevap verebilmesi acisindan 6nemli bir yaklasimdir. Bu
yaklasim ¢ercevesinde okuryazarlik, farkli derslerle entegre bir bigimde ele alinmakta; boylelikle
ogrencilerin ¢esitli okuryazarlik tiirleri arasinda baglanti kurmalar kolaylastirilmaktadir (Sezer ve
Dedeoglu, 2024; Kahramanoglu vd., 2024). Sosyal bilgiler dersi, sosyal bilimlerin i¢inden dogmus;
insan ve toplumla ilgili konularda bilimsel bilgi iireten disiplinlerin pedagojik ilkeler ¢ercevesinde
ogrencilere sunulmasidir (Kabapinar, 2012; MEB, 2010). Bu yaklasim, toplumsal gergeklige anlamli bir
bakis acis1 gelistirmeyi amaglar (Safran, 2012). Barr, Barth ve Shermis’in (1977) ii¢ gelenegine gore
(MEB, 2010) sosyal bilgiler, “vatandaslik aktarim1”, “sosyal bilimler” ve “yansitic1 diisiinme” olarak
incelenir. Vatandaglik aktariminda tek bakis agisinin 6ne ¢ikmasi nedeniyle (Kabapinar, 2012),
yapilandirmaci anlayisa uygun olmadig: diistiniilmektedir. Sosyal bilimler olarak sosyal bilgilerde ise
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Ogrenci gelisimi O0n plandadir ve farkli bakis acilarina sahip vatandaslar yetistirmek hedeflenir
(Kabapinar, 2012; Oztiirk, 2012). Yansitici diisiinme olarak sosyal bilgilerde ise problem ¢dzme ve karar
verme becerilerini gelistirmek, Ogrencilerin giincel sorunlarla ilgili bilgiye dayali sec¢imler
yapabilmesine &ncelik verir (Kabapinar, 2012; Oztiirk, 2012). Alan okuryazarhigi, her alanin kendine
0zgli okuryazarlik ihtiyaglar1 oldugu anlayisindan dogmustur. Sosyal bilimlerin yontemi incelendiginde,
bu alanin okuryazarlik ihtiyaglari daha rahat anlasilacaktir. Asagida sosyal bilimlerin yontemsel
ozellikleri sunulmustur (Kabapinar, 2012):

* Sosyal bilimler 6znellik temelli deger yargilar igerir, tartismaya son derece agiktir.

* Arastirmacinin begeni, dilek, duygu, diisiince, inanis, ideoloji ve deger yargilarinin aragtirma
stirecini ve sonucunu etkileme olasilig1 yliksektir.

* Sosyal bilimlerin yontemi, insan ve toplumlar ile ilgili tiim zaman dilimlerinde ve diinyanin
her yerinde gecerli olabilecek kurallar ve kuramlar olusturmaya olanak tanimamaktadir.

* Sosyal bilimlerde, insan ve toplumun gercekligine bir biitlin olarak ulagsmak olanaksizdir. Tiim
belge ve kanitlarm bir tarih¢inin eline gegme olanagi yoktur.

* Sosyal bilimlerde olay ve olgular biriciktir, tekildir ve kendine 6zgiidiir. “Ayn1 nehirde iki kez
yikanilamaz” s6zii sosyal bilimler anlayisi i¢in gegerlidir.

Yukarida agiklanan sosyal bilimlerin yontemsel Ozellikleri ile okuryazarlik becerileri
iliskilendirildiginde, alana 6zgii pek cok dikkat edilmesi gereken nokta karsimiza ¢ikmaktadir. Sosyal
bilgilerin 06znellik temelli deger yargilar1 igermesi, arastirmacinin goriislerinden etkilenmesi,
sosyal/tarihi bir konu ile ilgili birden fazla kaynak taramay1 zorunlu kilar (Altieri, 2011). Bunun i¢in
kanit temelli 6grenme ile okuryazarlik becerileri iligkilendirilebilir. Sosyal bilgiler dersinde, 6grenciler
miimkiin oldugunca dogru bilgiye ulasmak icin ¢aba sarf etmelidir. Ogrencilere bir konu ile ilgili iki ya
da daha fazla metni karsilagtirmalar1 ve bu kaynaklardan elde edilen bilgileri sentezlemeleri 6nerilebilir
(Kabapinar, 2012).

Sosyal bilimlerin fen bilimleri gibi her zaman ve her yerde gegerli kurallar icermemesi
“gorecelilik” kavrammin dgrencilere dgretimini gerektirir. Ogrenci kendi bakis acisi ile baskalarmin
bakis agisinin farkli olabilecegini bilmeli ve farkliliklara karst hoggoriilii davranmalidir (Kabapinar,
2012). Sosyal bilimlerde bir konuda tiim belge ve kanitlara ulagsma olanag1 yoktur. Ulasilan belgenin
giivenilirliginden de siiphe duyulabilir. Bu sebeple 6grencilere birincil ve ikincil kaynaklarla ilgili bilgi
verilmelidir. Birincil ve ikincil kaynaklar arasindaki farkin anlagilmasi i¢in kaynaklar iyi analiz
edilmelidir (Altieri, 2011). Ogrenciler miimkiin olan tiim durumlarda birincil kaynaklara ulasabilme
yoluna gitmelidir. Sosyal bilimlerde olay ve olgularin kendine 6zgii 6zellikler tasimasi, genelleme
yapma anlayisindan uzaklagmay1 gerektirir. Sosyal bilimlerde karsilagilan metin, genellikle yogun bir
metindir. Metinlerde 6grencilerin ana fikre karar vermeleri zordur ¢linkii metnin iginde ¢ok fazla bilgi
vardir (Altieri, 2011).

Ogrencilerin hikaye kitaplarin1 okuduklar1 hizla sosyal bilimler metinlerini okuyup anlamalari
beklenemez. Bunun i¢in Ogrencilere sosyal bilgiler dersinde karsilastiklart metinleri okurken
uygulayabilecekleri okuma stratejileri 6gretilmelidir (Moss, 2013). Ogrencilerin okuma becerilerini
gelistirmek icin ilgi kitaplari, brosiirler, afisler, kimlikler gibi bilgilendirici metinleri ise kosmak
miimkiindiir. Sosyal bilgiler dersinde 0&zellikle tarihi konular ilkokul 6grencilerine soyut
gelebilmektedir. Ders saatleri diginda da okunabilecek ilgi kitaplar1 Ogrencilerin  konularn
somutlagtirmalarinda yardimci olur (Wolk, 2003).

Sosyal bilgiler dersinde gorsel unsurlara oldukea fazla rastlanir. Bunun i¢in 6grencilerde gorsel
okuma ve gorsel sunu becerileri gelistirilmelidir. Sosyal bilgiler dersinde, dgrencilerde sosyal bilgiler
dersinde hedeflenen beceri ve kazanimlan gerceklestirirken ayni zamanda okuma, yazma, dinleme,
konusma, gorsel okuma ve gorsel sunu becerilerini de gelistirmek miimkiindiir. Alan okuryazarligi
uygulamalarina derslerde yer verilmesi Ogrencilerin alistk olduklarindan farkli yontemlerle ders
islemesini saglar ve dersin monotonluktan kurtulmasina yardimei olur.

Sosyal bilgiler dersi (MEB, 2018), 6gretim programlar1 incelendiginde ¢oklu okuryazarlik, bilgi
okuryazarligi, ¢cevre okuryazarligi, elestirel okuryazarlik, finansal okuryazarlik, dijital okuryazarlik ve
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politik okuryazarlik olmak tizere farkli okuryazarlik tiirlerine yer verildigi goriilmektedir. 2024 yilinda
hazirlanan giincel programda ise, okuryazarlik tiirlerine vatandaslik okuryazarligi, gorsel okuryazarlik,
sanat okuryazarlig, kiiltlir okuryazarligy, siirdiirtilebilirlik okuryazarligi, ve veri okuryazarlig1 becerileri
eklenmistir (MEB, 2024). Sosyal bilgiler dersinde ise kosulabilecek okuryazarlik becerilerinin fazla
olmasi; sosyal bilimlerin okuryazarlik becerileri ile biitiinlesik yapisindan kaynaklanmaktadir.

Yapilan arastirma; sosyal bilgiler dersinde gerekli okuryazarlik becerilerini belirleme ve
uygulamaya doniik bir ¢alismadir. Ayni zamanda arastirmada, siirece iliskin 6grenci goriislerine yer
verilmektedir. Siiregte sosyal bilgiler dersinde “Ge¢misimi Ogreniyorum” temasi (2010) ele alinmis ve
temaya iligkin kazanimlar gerceklestirilirken ise kosulabilecek dersin geregi olan okuryazarlik becerileri
uzman gorlgleri alinarak arastirmacilar tarafindan belirlenmistir. Tablo 1’de sosyal bilgiler dersi
kapsamimda yer alan kazanmimlar, Tablo 2’de ise bu kazamimlar gerceklestirilirken gelistirilmesi
hedeflenen okuryazarlik becerileri yer almaktadir.

Tablo 1: Sosyal Bilgiler Dersinde Ele Alinan Temaya Ait Kazanimlar

Sosyal Bilgiler Dersinde Ele Alinan Tema Adi: Gegmisimi Ogreniyorum

1. Sozlii tarih yontemini kullanarak ve nesnelere dayanarak aile tarihini olusturur.
2. Ailesi ve ¢evresindeki milli kiiltiirii yansitan dgeleri fark eder.

3. Kiiltiir 6gelerinin gegmisten bugiine degiserek tagindigina iliskin yakin ¢evresinden kanitlar
gosterir.

4. Tarihte Tiirklerin yaygin olarak oynadig1 oyunlardan giiniimiizde de devam edenlere drnek
verir.

5. Yasanmis olaylardan ve gorsel materyallerden yola ¢ikarak, Milli Miicadele siirecinde
yakin ¢evresini ve Tiirkiye’yi betimler.

6. Milli Miicadele’nin kazanilmasinda ve Cumhuriyetin ilaninda Atatiirk’iin roltinii fark eder.

Sosyal bilgiler dersinde ele alinan tema “Gegmisimi Ogreniyorum” temasidir. Tema, 6
kazanimdan olusmaktadir. Tema ge¢mise iliskin bilgilere yonelik oldugundan tarihi konular igerir.
Sosyal bilgiler dersinde gerekli okuryazarlik becerilerine temanin 2. kazanimindan 6. kazanimina kadar
olmak tizere 5 kazanimda yer verilmistir. Arastirma siirecinde ele alinan temadaki kazanimlar sosyal
bilgiler 6gretim programi (MEB, 2010) icerisinde yer almakta olup kazanimlara iliskin herhangi bir
degisiklik yapilmadan ¢alismaya dogrudan dahil edilmistir.

Tablo 2: Sosyal bilgiler dersinde ele alinan temaya ait okuryazarlik becerileri

Sosyal Bilgiler Dersinde Gerekli Okuryazarlik Becerileri: Arastirmalarda Kullanilan
Kaynaklar
1. Kaynaklarm giivenilirligini kontrol etme

2. Birincil ve ikincil kaynaklar arasindaki farki bilme
3. Sosyal / tarihi bir konu ile ilgili birden fazla kaynak inceleme

Sosyal bilgiler dersinde ele alinan tema ge¢misi 6grenmeye yoneliktir. Bu sebeple ele alinan
okuryazarlik becerileri temanin ihtiyact olan okuryazarlik becerileri olmustur. Yani beceriler tarihi
aragtirmalar ve tarihi arastirmalarda kullanilan kaynaklara yonelik olarak hazirlanmistir. Beceriler,
arastirmacilar tarafindan ders ve konuyu hedef alarak belirlenmistir. Sosyal bilgiler dersinde farkli bir
tema ve dolayisiyla farkli kazanimlarin ele alinmasi durumunda gerekecek okuryazarlik becerilerinin
farkli olacag1 bilinmektedir.

Arastirmanin konusu, sosyal bilgiler dersinde gerekli okuryazarlik becerileridir. Dolayisiyla ele
alman beceriler alan 6zelindedir. Tiim alanlarda gerekli okuryazarlik becerilerinden de s6z etmek
miimkiindlir. Tiim alanlarda gerekli okuryazarlik becerileri dersten derse ya da konudan konuya
degismez. Bu tiir becerilere iliskin calisma ayr1 bir arastirmadir ve arastirmacinin doktora tezinde yer
almaktadir (Gofner, 2017). Arastirmada, ilkokul 4. smif sosyal bilgiler dersinde bir tema ele alinmis ve
ders ve tema Ozelinde hangi okuryazarlik becerilerinin gelistirilebilecegi belirlenmis ve belirlenen
becerileri gelistirmeye yonelik etkinlikler tasarlanmistir. Arastirmada, etkinliklerin uygulama siirecine
ve sonuglaria yer verilmistir. Yapilan ¢alisma, Tiirkiye’de alan okuryazarlig1 uygulamasina bir 6rnek
sunarak benzer uygulamalarin yayginlastirilmasini hedeflenmektedir. Caligmanin uygulamaya doniik
olarak tasarlanmasinin; konuya ilgi duyan arastirmacilara fikir verecegi; ayn1 zamanda 6gretmenlere
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alan okuryazarlig1 yaklagimini siniflarinda kullanmalar1 adina yol gosterici olacagi diisliniilmektedir.
Aragtirma iki soruya cevap bulmak amaciyla kurgulanmaistir. Arastirma sorulari,

1. Tlkokul 4. sinif 8grencileri i¢in sosyal bilgiler dersinde gerekli okuryazarlik becerileri
acisindan, 6grencilerin uygulama 6ncesi ve uygulama sonrast durumlar1 nasildir?

2. Arastirmaya katilan 6grencilerin sinif i¢i uygulamalara iliskin goriisleri nelerdir?

Aragtirmanin birinci sorusu alt sorular igerdiginden bu soruya iliskin alt sorularin agiklanmasi
ihtiyact duyulmustur. Bu durumda aragtirmanin birinci sorusu;

1.1. Kaynaklarin giivenilirligini kontrol etme becerisi agisindan dgrencilerin uygulama oncesi
ve uygulama sonrasi durumlari nasildir?

1.2. Birincil ve ikincil kaynaklar arasindaki farki bilme becerisi agisindan 6grencilerin uygulama
oncesi ve uygulama sonras1 durumlar1 nasildir?

1.3. Sosyal / tarihi bir konu ile ilgili birden fazla kaynak inceleme becerisi agisindan 6grencilerin
uygulama 6ncesi ve uygulama sonrast durumlar1 nasildir?

Yontem

Aragtirma; nitel arastirma yaklasimina uygun olarak eylem arastirmasi deseni ile
modellenmistir. Arastirmada eylem arastirmast deseni se¢ilmesinin en onemli nedenleri arasinda -
taranan kaynaklarin simirlilig igerisinde- iilkemizde yapilan bilimsel ¢alismalarda alan okuryazarligi ve
sosyal bilgiler dersinde okuryazarlik becerilerini gelistirmeye yonelik eylem arastirmasina
rastlanmamasidir. Bu noktada yapilan eylem arastirmasiin literatiirdeki bosluga katki sunacagi
diistiniilmektedir.

Eylem arastirmas1 okullarda; gercek bir problemi ¢alisma imkani sunar, uygulamalarim nasil
gelistirilebilecegini konu edinir ve gelistirilmesi planlanan uygulamalarin sistematik gozlemini yapmay1
gerektirir. Eylem aragtirmasi siireci; bir aragtirma alani tanimlamakla baslar, devaminda tanimlanan
alanla ilgili veriler toplanir ve analiz edilir. Bu siire¢ tamamlandiktan sonra bulgular degerlendirilir ve
gerekirse yeni bir eylem plan1 hazirlanir. Bir aragtirma deseni olarak eylem arastirmasinin rolii; egitim
arastirmalar1 ve 6gretim uygulamalar1 arasindaki bosluga koprii kurmaktir (Johnson, 2014, s.26). Eylem
aragtirmasi, aragtirma ve uygulamanin bir arada olmasinit miimkiin kilan bir arastirma desenidir
(Yildirim, Simsek, 2011, s. 78). Eylem arastirmasi, uygulamay1 gelistirmenin bir yolu olarak goriilebilir
(Glesne, 2012, s. 32). Arastirmaci, eylem arastirmasinin, uygulamay1 gelistirmenin bir yolu olarak
goriilme ozelliginin kendi ¢aligmasi i¢in uygun oldugunu disiinmiistiir. Arastirmact sosyal bilgiler
dersinde okuryazarlik becerilerini gelistirmeyi hedeflediginden aragtirma ve uygulamanin bir arada
olmasini olanakli kilan eylem arastirmasi desenini arastirmasinin dogasi ile ortlistiirmektedir.

Eylem arastirmasi dogasi geregi siire¢ igerisinde bir sorunla karsilasilabilecegini belirtir ve bu
sorunu ¢Ozmeye yoOnelik yeni bir eylem planit hazirlamayr miimkiin kilar. Aragtirma siirecinde,
ogrenciler etkinliklerde grup ¢alismasina yonlendirilmistir. Oncesinde grup calismasi, grup ici tartisma
ortaminda bulunma gibi deneyimler yasamadiklarindan grup ici giiriiltii problemleri ile karsilagilmistir.
Bu durum, arastirma Oncesi Ongoriilmiis bir durum degildir. Arastirmacilar, siirece ek bir etkinlik
ekleyerek grup igi giirliltiiyli engellemek {izerine bir uygulama yiiriitmiislerdir. Eklenen etkinlik, grup
ici giiriiltii problemlerinin engellenmesinde kismen faydali olmustur. Bu tiir ek eylem plan1 gelistirme
siirecine girilebilmesi, ¢galigmanin eylem araci olarak modellenmesi sayesinde miimkiin olmustur.

Eylem aragtirmasi var olan durumu saptamak yerine degistirmek amaci tagimaktadir. Sosyal
bilgiler dersinde okuryazarlik becerilerini gelistirmeye yonelik etkinlikler igeren arastirma, alana 6zgii
okuryazarlik becerilerini gelistirmek gibi yeni bir yaklasimla bir &gretim ortami sundugundan
caligmanin eylem arastirmasi deseni ile modellenmesi uygun goriilmistiir. Eylem arastirmasi kendi
icinde tlirlere ayrilir (Berg, 2001; Aktaran Yildinm ve Simsek, 2011, s.296). Arastirmada,
teknik/bilimsel/igbirlik¢i eylem arastirmasi tiirii kullanilmistir. Bu tiirde amag, kurgulanmais bir ¢ergeve
icinde yapilan uygulamay1 degerlendirmektir; yani siirecin betimlenmesi aragtirmanin temel amacidir
(Yildirim, Simsek, 2011, s. 296). Arastirma amaci ile teknik/bilimsel/igbirlik¢i eylem arastirmasinin
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ortlistiigiiniin  distiniilme sebebi; arastirmada, sosyal bilgiler dersinde okuryazarlik becerilerini
gelistirmeye yonelik kurgulanmis bir ¢ergevenin olmasi ve arastirma siirecinin bu gergceveye uygun
yiiriitiilmesidir. Arastirma bulgularinda ise siirece iligkin betimlemelere yer verilmektedir.

Arastirma Grubu

Calisma grubu, 2014-2015 egitim dgretim yilinda Istanbul ili Uskiidar ilgesinde bulunan bir
devlet okulunda 29 dgrencisi olan bir 4. sinifin dgrencileri ve velileridir. Ogrencilerin tamami 9-10 yas
araligindadir. Aragtirmanin 6rneklem seciminde amagh 6rnekleme yontemlerinden kolay ulasilabilir
durum o6rneklemesi tercih edilmistir. Kolay ulasilabilir durum 6rneklemesinde arastirmaci, yakin olan
ve erisilmesi kolay olan durumu seger (Yildirim, Simsek, 2011). Eylem arastirmalar1 6gretmenlerin
kendi siniflarinda arastirma yapmalarina olanak sagladigindan (Johnson, 2014, s. 25), arastirmanin
aragtirmacinin kendi sinifinda yapilmasi uygun gériilmiistiir. Ogrenciler birinci sinifin basindan iigiincii
sinifin ikinci dénemine kadar tek bir 6gretmenden egitim almislardir. Ogretmenlerinin tayinini ¢ikmasi
sebebiyle, arastirmaci, igiincii sinifin ikinci déneminden itibaren siifin dgretmenligini yliriitmeye
baglamistir. Smif genel olarak, basar1 diizeyi yiiksek bir smiftir. Smifta bir kaynastirma 6grencisi
bulunmaktadir. Kaynastirma 6grencisi, hafif diizey kaynastirmadir. Okuma-yazma bilmekte, basit
matematiksel islemleri yapabilmekte, sozel derslerde goriislerini ifade ederken problem
yasamamaktadir. Kaynastirma o6grencisi dahil tiim Ogrenciler akici okuyabilir durumdadirlar.
Ogrencilerin geneli orta sosyoekonomik diizeye sahip ailelerden gelmektedir. Veliler, genel olarak
cocuklartyla ilgilidir.

Veri Toplama Aract

Aragtirmada veri toplama araclari olarak; etkinlik formlari/calisma yapraklar, algi anketleri,
arastrmact giinliigii ve égrenci goriis formu kullanilmgtir. Ogrenci goriis formu, son alg1 anketine
eklenen agik uglu bir soru ile elde edilmistir. Sol algi anketinde 6grencilerin uygulamaya iliskin
goriiglerini 6grenmek amaciyla bir soru eklenmis ve eklenen sorunun oldugu form 6grenci goriis formu
olarak isimlendirilmistir.

On algi anketi, etkinlikler baslamadan hemen 6nce dgrencilerin alan okuryazarligi becerilerinin
mevcut durumunu ortaya koymak amaciyla kullanilmistir. Buna karsilik, son alg: anketi, eylem
aragtirmast siirecinin Ogrencilerde yarattigi degisimleri belirlemeyi hedeflemistir. Etkinliklerin
tamamlanmasinin lizerinden yaklasik iki ay gectikten sonra uygulanan gecikmis son algi anketi ise, alan
okuryazarlig1 becerilerinin 6grencilerde kalici olup olmadigini belirlemek amaciyla olmustur.

Etkinlik formlari/calisma yapraklar: veri toplama araglari igerisinde 6nemli bir yere sahiptir.
Eylem arastirmasi siirecinde, ele alinan sosyal bilgiler dersi kazanimlart ile iligkilendirilmis 8 ders igi
etkinlik gelistirilmistir. Her etkinlikte somut verilere ulasabilmek i¢in bir veya daha fazla etkinlik
formu/¢alisma yapragi tercih edilmistir. Bu formlarin hazirlanmasi sirasinda Altieri’nin (2011) “Content
Counts: Developing Disciplinary Literacy Skills K-6" adli eserinden yararlanilmis, ayrica arastirmaci
tez danismani ile birlikte konu odakli etkinlikler de olusturmustur. Uygulama 6ncesinde, her formun
sonuna eklenen rubrik sayesinde 6grencilerin etkinliklerden beklentiler konusunda bilgi sahibi olmalari
saglanmig, bu durum veri analizinin sistematik bir bi¢imde yiriitiilmesine de katkida bulunmustur.

Etkinlikler tamamlandiktan sonra, alaninda uzman 3 akademisyen, 3 doktora Ogrencisi, 2
Tiirk¢e 6gretmeni, 1 sosyal bilgiler 6gretmeni, 1 rehber 6gretmen ve 5 smif 6gretmeninin goriislerine
bagvurulmustur. Uzmanlardan alinan geri bildirimler dogrultusunda, dilbilgisi, 6grenci diizeyi ve konu
kapsami agisindan gerekli diizenlemeler yapilarak etkinliklere nihai hal verilmistir.

Arastirmact giinliigii, arastirma siirecinin basindan itibaren tutulmaya baslanmis ve arastirma
siirecinin tamamin1  kapsar sekilde olusturulmustur. Arastirma siirecinin  baglangicindan
tamamlanmasina kadar olusturulan taslaklar, diisiinceler, duygular, karsilasilan zorluklar ve ¢6ziim
yollar1 aragtirmac giinliigiinde yer almistir.

Verilerin Analizi

Aragtirmanin genel siireci, eylem aragtirmasi deseniyle uyumlu olarak nitel arastirma seklinde
planlanmistir. Elde edilen veriler, nitel veri analiz tekniklerinden igerik analizi yontemiyle incelenmistir.
Tavsancil ve Aslan (2001), icerik analizini; “sozel, yazili ve diger materyallerde yer alan mesajlarn,

150



Egitim Kuram ve Uygulama Arastirmalar: Dergisi 2025, Cilt 11, Say 2, 145-166 Berna GOFNER, Yiicel KABAPINAR

anlam veya dilbilgisi agisindan nesnel ve sistematik bicimde siniflandirilmasi, sayisallastirilmasi ve bu
verilerden ¢ikarim yapilmast yoluyla sosyal gergekligin arastiridmasini saglayan bilimsel bir yontem”
seklinde tanimlamistir. Verilerin analizinde elde edilen sonuglarin giivenilirligini belirlemek amaciyla,
iki aragtirmaci tarafindan kodlama gergeklestirilmistir. Kodlama sonuglar1 arasindaki uyum, Miles ve
Huberman (1994) tarafindan ortaya konan formiil kullanilarak hesaplanmigtir (Aktaran Tavsancil ve
Aslan, 2001). Bu formiil su sekilde ifade edilir:

Formiil, Giivenirlik = Uzlasma Sayisi / (Uzlagsma + Uzlasmama Sayisy) seklindedir. Formiile
gore, %70’in lizerinde bulunan degerler giivenilir olarak kabul edilir. Tavsancil ve Aslan’in (2001)
belirttigi tizere, %70’in iizerindeki uyum oranlar1 glivenilir kabul edilmektedir.

On alg1 anketine 29 6grenciden 28’i katilmistir. Katilmayan dgrenci o giin rahatsiz oldugu igin
sinifa gelememistir. Son alg1 anketi ve gecikmig son algi anketine 29 6grencinin tamami dahil edilmistir.
Katilimeilarin kimliklerinin korunmasi amaciyla, analiz éncesinde 6grenciler O1, O2 seklinde 1°den
29’a kadar numaralandirilmis ve tiim analiz siirecinde bu numaralar kullanilmistir. Algt anketlerinin
analizinde her bir soruya ait veriler kodlanmig, bu kodlar iizerinden kategoriler ve temalar
olusturulmustur. Iki arastirmaci arasinda gerceklestirilen kodlama uyumunun sonucu, giivenirlik degeri
olarak 0,90 olarak belirlenmistir. Ayrica, kodlama siireci tez danigmani tarafindan da gézden gegirilmis,
danismanin Onerileri dogrultusunda gerekli diizenlemeler yapilarak nihai veriler tablolagtirilmistir.

Etkinlik formlarinin analizinde ise rubrikler esas alinmistir. Bu rubriklerde yer alan maddeler,
etkinlik sirasinda veya sonrasinda belirlenen gerekliliklere gore doldurulmustur. Rubrik maddelerinin
degerlendirilmesi “nitelikli”, “orta” ve “gelistirilmeli” kategorileriyle yapilmistir. Her etkinlikte, katilan
Ogrenci sayisi goz Oniine alinarak degerlendirme yapilmis; iki arastirmaci arasinda gerceklestirilen
kodlama uyumunun sonucu ise giivenirlik degeri olarak 0,85 olarak hesaplanmustir.

Uygulama Siireci

Bu aragtirma, eylem arastirmasi desenine gore medellenmistir. Siireg; planlama, eyleme gegme,
gbzlem ve yansitma olmak {izere dort temel basamak g¢ercevesinde yiiriitiilmiistiir (Yildirim ve Simsek,
2011). Her basamak, aragtirmanin ilerleyisine yon vermis ve arastirmacinin siireci dinamik bir bigimde
yonetmesini saglamistir.

Planlama agamasinda; 6grencilerin mevcut alan okuryazarlig1 diizeylerini belirlemek amaciyla 6n algi
anketi uygulanmistir. Bu anket, 6grencilerin alan okuryazarligina dair 6n bilgi ve farkindaliklarini ortaya
koymak icin yapilandirilmistir. Ayrica bu asamada, sosyal bilgiler dersi kazanimlari ile iligkilendirilecek
etkinlikler planlanmis, her etkinlikte gelistirilmesi hedeflenen alan okuryazarligi becerileri
belirlenmistir.

Eyleme gecme agamasinda; lanlama agsamasinda tasarlanan etkinlikler, 6 haftalik siire boyunca 25 ders
saati icinde uygulanmistir. Bu siiregte toplam 8 etkinlik gerceklestirilmis; bunlardan 5’1 dogrudan sosyal
bilgiler dersi kazanimlariyla iliskilendirilerek alan okuryazarligi becerilerinin gelisimini hedeflemistir.
Etkinliklere iliskin ayrintili eslestirme asagidaki tabloda sunulmaktadir.

Tablo 3. Etkinliklerle sosyal bilgiler dersi kazanimlar1 ve okuryazarlik becerilerinin eslestirilmesi

Etkinlik ad1 Sosyal bilgiler dersi kazanimi Okuryazarlik
becerisi
Brosiir Hazirlama 2 1,2
Degisim: Nasil? 3 1,3
Neden?
Cok Sesli S6z Korosu 4

Siir Tamamlama

Gazete Hazirltyoruz 5

Brosiir Hazirlama etkinligi, sosyal bilgiler dersinin 2. kazanimi olan “Ailesi ve ¢evresindeki
milli kiiltiiri yansitan ogeleri fark eder.” ile iliskilendirilerek tasarlanmistir. Bu kazanim
gerceklestirilirken okuryazarlik becerilerinin 1.’si olan “Kaynaklarin giivenilirligini kontrol etme” ve
2.’si olan “Birincil ve ikincil kaynaklar arasindaki farki bulma” becerilerini gelistirmek hedeflenmistir.
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Degisim: Nasil? Neden? etkinligi, sosyal bilgiler dersinin 3. kazanimi olan “Kiiltiir 6gelerinin
gecmisten bugiine degiserek tasindigina iliskin yakin ¢evresinden kanitlar gosterir.” ile iliskilendirilerek
tasarlanmistir. Bu kazanim gergeklestirilirken okuryazarlik becerilerinin 1.’si olan “Kaynaklarin
giivenilirligini kontrol etme” ve 3.’sli olan “Sosyal/tarihi bir konu ile ilgili birden fazla kaynak inceleme”
becerilerini gelistirmek hedeflenmistir.

Cok Sesli S6z Korosu etkinligi, sosyal bilgiler dersinin 4. kazanimi olan “Tarihte Tiirklerin
yaygin olarak oynadig1 oyunlardan giiniimiizde de devam edenlere 6rnek verir.” ile iliskilendirilerek
tasarlanmistir. Bu kazanim gergeklestirilirken okuryazarlik becerilerinin 1.’si olan “Kaynaklarin
giivenilirligini kontrol etme” ve 3.’sili olan “Sosyal/tarihi bir konu ile ilgili birden fazla kaynak inceleme”
becerilerini gelistirmek hedeflenmistir.

Siir Tamamlama etkinligi, sosyal bilgiler dersinin 6. kazanimi olan “Milli Miicadele’nin
kazanilmasinda ve Cumbhuriyet’in ilaninda Atatiirk’iin rolinii fark eder.” ile iliskilendirilerek
tasarlanmistir. Bu kazanim gerceklestirilirken okuryazarlik becerilerinin 1.’si olan “Kaynaklarin
giivenilirligini kontrol etme” ve 3.’sili olan “Sosyal/tarihi bir konu ile ilgili birden fazla kaynak inceleme”
becerilerini gelistirmek hedeflenmistir.

Gazete Hazirlryoruz etkinligi, sosyal bilgiler dersinin 5. kazanimi olan “Yasanmis olaylardan
ve gorsel materyallerden yola ¢ikarak, milli miicadele siirecinde yakin ¢evresini ve Tiirkiye’yi betimler.”
ile iligkilendirilerek tasarlanmigtir. Bu kazanim gerceklestirilirken okuryazarlik becerilerinin 1.’si olan
“Kaynaklarin giivenilirligini kontrol etme” ve 3.’sii olan “Sosyal / tarihi bir konu ile ilgili birden fazla
kaynak inceleme” becerilerini gelistirmek hedeflenmistir.

Gozlem asamasinda arastirmact; siirece iliskin gozlemlerini sistematik bicimde kayit altina
almistir. Bu amagla arastirmaci tarafindan arastirmaci giinligii tutulmustur. Bu giinliik, siirecin
isleyisine dair hem objektif gozlemleri hem de 6znel degerlendirmeleri igermektedir. Ayrica her etkinlik
sonunda dgrencilerin siirece dair goriislerini yansitmak iizere dgrenci giinliikleri kullanilmustir.

Yansitma asamasinda; siirecin etkilerini degerlendirmek amaciyla son alg1 anketi uygulanmistir.
Bunun yani sira, uygulamadan yaklasik iki ay sonra 6grencilerin becerilerinin kaliciligini gozlemlemek
amaciyla gecikmis son alg1 anketi uygulanmistir. Tiim algi anketleri, ayn1 sorulardan olusacak sekilde
yapilandirilmistir. Arastirma siireci boyunca elde edilen nitel veriler analiz edilmis ve uygulamalarin
ogrenciler iizerindeki etkisi yorumlanmustir. Siirecin biitiiniine dair daha ayrintili bilgiye Gofner (2017)
doktora tezinden ulagilabilir.

Bulgular
1. Sosyal Bilgiler Dersine Ozellikle Gerekli Okuryazarlik Becerilerine Iliskin Bulgular

Bu boliimde sosyal bilgiler dersinde oOzellikle gerekli oldugu disiiniilen okuryazarlik
becerilerine iligkin bulgular alt bagliklara ayrilarak analiz edilmistir.

1.1. Kaynaklarin Giivenilirligini Kontrol Etme Alt Becerisine Iliskin Bulgular

Kaynaklarin giivenilirligini kontrol etme; karsimiza g¢ikan her kaynagin giivenilir kaynak
olmadigi, ozellikle internet ortaminda arama motoru ile yaptiimiz aramalarda karsimiza cikan
sayfalarda bilgi kirliliginin olabilecegi iizerinde eylem arastirmasi siirecinin basindan itibaren durulmus;
bu sebeple miimkiin olan tiim etkinliklerde bu beceriyi gelistirmeye yonelik ¢alismalara yer verilmistir.
Tablo 4 etkinliklere iliskin rubriklerde “Arastirma yaparken giivenilir kaynaklar kullanma”
degerlendirme ol¢iitii olarak yerini almistir.
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Tablo 4. Arastirmada kullanilan giivenilir kaynak kullanma becerilerine yonelik etkinliklerden elde
edilen bulgular

Etkinlik Katilan Ogrenci Diizeyler
(N) Nitelikli Orta Gelistirilmeli Gelmeyen
Brosiir Hazirlama 20 6 10 4 9
Degisim: Nasil? — 23 12 9 1 6
Neden?
Siir Tamamlama 28 10 11 7
Gazete Hazirliyoruz 22 12 4 6 7

Brosiir Hazirlama etkinligine 20 6grenci katilmis katilimeilarin 6’°s1 giivenilir kaynak kullanma
konusunda nitelikli {iriinler ortaya koymustur. Bulgular, kaynak ve kaynakg¢a kavramlan ile ilk kez
karsilasan 6grencilerin bu becerileri tam olarak uygulamakta zorlandiklarini gostermektedir.

Degisim: Nasil? — Neden? etkinligine 23 6grencinin katilmig 12 6grencinin galigmast nitelikli
olarak degerlendirilmistir. Bu sonuglar, bir 6nceki etkinlige gore 6grencilerin giivenilir kaynak kullanma
becerilerinde artis oldugunu gostermektedir.

Siir Tamamlama etkinligine 28 6grencinin katilmig 10 6grencinin c¢alismasi nitelikli olarak
degerlendirilmistir. Bu veriler, kaynak¢a olusturma gibi gorevlerde 6grencilerin yarisindan azinin
nitelikli olarak degerlendirilen kaynakgalar hazirladigin1 géstermektedir.

Gazete Hazirliyoruz etkinligine 22 6grenci katilmig 12 6grencinin ¢aligmasi nitelikli olarak
degerlendirilmistir. Ogrencilerin, bu uzun siiren ve ¢ok béliimden olusan etkinlikte, farkl1 kaynaklardan
yararlanma konusunda yaklasik yarisinin nitelikli olarak degerlendirilen ¢alismalar yaptig1 goriiliir.

Aragtirma bulgulari, 6grencilerin giivenilir kaynak kullanma konusundaki becerilerinde kismen
artis gbzlemlendigi yoniindedir. Bu durum, 6grencilerin etkinliklerde kaynakca yazimini ilk defa tecriibe
etmeleri ve yazi yazmaktan genel olarak sikilmalar1 gibi nedenlerle agiklanabilir. Etkinliklere katilan
Ogrencilerin biiyiik cogunlugunun, kaynaklarla ilgili alt becerilerde farkindalik kazanmalarina ragmen,
uygulamalarda yeterince nitelikli iiriin ortaya koyamadiklar1 tespit edilmistir. Bu durum, arastirmalarda
kullanilan kaynaklara iligkin becerileri gelistirmeleri i¢in daha fazla etkinlikte kaynakca kullanimina yer
verilmesi gerektigini ortaya koymaktadir.

Tablo 5°te “Kaynaklarin Giivenilirligini Kontrol Etme” alt becerisine iligkin alg1 anketlerinden
elde edilen bulgulara yer verilmistir.

Ogrencilere alg1 anketinde 6rnek olay iceren asagidaki soru yoneltilmistir.

‘Ayse, 0gretmeninin verdigi ddev i¢in internetten arastirma yapti. Konuyu ararken karsisina ¢ikan
ilk sayfadaki bilgileri 6devine yazdi. Sizce Ayse dogru bir yol izledi mi? Neden?’

Tablo 5. “Kaynaklarin Giivenilirligini Kontrol Etme” Alt Becerisinin Alg1 Anketlerinde Degerlendirilmesi

ifade Tiirii On Algi Anketi  Son Alg1 Anketi  Gecikmis Son Algi Anketi

(N=28) (N=29) (N=29)

SOI’quﬁI} ilk klsmlna Hay1r” cevabini 23 27 27
veren 6grenciler
Bilgilerin dogrulugunu kontrol etmeye

T 15 17 14
dontik ifadeler
Ogrencinin yetersiz arastirma yaptigini 12 7 7
belirten ifadeler
Sayfanin giivenilirligini kontrol etmeye ) 1 13

doniik ifadeler
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Arastirmada, "Kaynaklarin Giivenilirligini Kontrol Etme" alt becerisini 6l¢gmeye yonelik
hazirlanan sorunun ilk kisminda, 6grencilerden internette arastirma yaparken karsilarina g¢ikan ilk
sayfadaki bilgileri ddevlerine yazmanin dogrulugu ile ilgili ne diisiindiikleri sorulmustur. On alg1 anketi
bulgulari, 6grencilerin bilyilik cogunlugunun (N = 23) uygulama 6ncesinde dogru yanit verdigini (Hayr,
internette aragtirma yaparken karsimiza cikan ilk sayfadaki bilgileri yazmamaliyiz.) géstermistir. Son
alg1 ve gecikmis son alg1 anketlerinde ise, dogru yanit veren 6grenci sayisinin artarak soruya verilen
yanitlarin daha bilingli bir tercihe doniistiigiinii ortaya koymustur.

Hayir yanit1 veren 6grenciler arasinda, en sik tekrarlanan ifade tiiri bilgilerin dogrulugunu
kontrol etmeye doniik ifadeler olmustur. Bu tiir ifadelere 6n alg1 anketinde 15, son alg1 anketinde 17 ve
gecikmis son alg1 anketinde 14 kez rastlanmistir. Bu ifadeyi kullanan 6grencilerin konu ile ilgili dogru
bilgiye sahip olduklari sdylenebilir. Hayir yanitin1 veren 6grenciler arasinda rastlanan bir ifade tiirii ise,
Ogrencinin yetersiz arastirma yaptigini belirten ifadeler olmustur. Bu tiir ifadelere 6n alg1 anketinde 12
kez, son alg1 anketinde 7 kez ve gecikmis son alg1 anketinde ise 7 kez rastlanmustir.

Hayir diyenler arasinda en sik tekrarlanan diger bir ifade tiiri, sayfanin giivenilirligini kontrol
etmeye doniik ifadeler olmustur. Bu tiir ifadelere 6n alg1 anketinde 2 kez, son alg1 anketinde 11 kez ve
gecikmis son algi anketinde ise 13 kez rastlanmistir. Giivenilirlik kavrami, 6grencilerin arastirma
uygulamalar1 esnasinda karsilastiklar1 bir kavramdir. Kavrami igsellestirip ifadelerinde kullanmalari,
okuryazarlik adina dnemli bir kazanimdir. Giivenilirlik kavramu ile ilgili dikkat ¢ceken bir diger unsur
ise, gecikmis son alg1 anketinde bu tiir ifadelerin daha sik kullanilmasi (N=13) olmustur. Arastirmaci
aynt zamanda sinifin 6gretmeni oldugundan, eylem arastirmas: siireci tamamlandiktan sonra da
ogrencileri gozlemleme firsati bulmus ve uygulamalar tamamlandiktan sonra da Ogrencilerin
giivenilirlik konusuna 6nem verdiklerini gormiistiir. Bu durum bulgulara yansimis ve gecikmis son algi
anketinde gilivenilirlik konusundan bahseden 6grenci sayis1 artmistir.

Bu bulgular 6grencilerin aragtirma yaparken bilgi kirliligi ve giivenilirlik konularini sorgulama
becerilerini gelistirme yoniinde ilerleme kaydettiklerini gostermektedir. Ogrenciler, uygulama siirecinin
baglangicinda bu konularda daha bilingsiz bir yaklagim sergilerken, uygulamalar ilerledik¢ce dogru ve
giivenilir bilgiye ulasma konusunda daha bilingli hale gelmislerdir. Ozellikle, sayfanin giivenilirligini
kontrol etme ifadesinin son ve gecikmis son algi anketlerde artmasi, 6grencilerin bu kavrami
ogrendiklerinin gdstergesidir. Ayrica, kaynaklarin giivenilirligini sorgulama ve kaynak tiirline vurgu
yapma gibi becerilerde de gelisme gozlemlenmis, ancak O6grencilerin bazi etkinliklerde bu konuda
istenen diizeye ulagamadiklari tespit edilmistir.

1.2. “Birincil ve Ikincil Kaynaklar Arasindaki Farki Bilme” Alt Becerisine Iliskin Bulgular

Birincil ve ikincil kaynaklar arasindaki farki bilme alt becerisine yonelik calismalara 2.
etkinlikte ve alg1 anketlerinde yer verilmistir. 2. etkinlik olan “Brosiir Hazirlama” etkinligine katilan ve
etkinlige iliskin formdaki sorular1 yamitlayan 6grenci sayis1 27°dir. Etkinlik islenirken yapilan bir
uygulamada, birincil kaynaklar ve ikincil kaynaklar arasindaki farka iliskin 6rneklere yer verilmistir.
Etkinlik sonunda 5 tane bilgi diizeyinde sorudan olusan form araciligryla 6grencilerin birincil ve ikincil
kaynaklar arasindaki farki bilip bilmediklerini belirlemek hedeflenmistir. Tablo 6’da “Birincil ve ikincil
Kaynaklar Arasindaki Farki Bilme” alt becerisinin etkinliklerde degerlendirilmesine yer verilmistir.

Tablo 6. “Birincil ve ikincil Kaynaklar Arasindaki Farki Bilme” alt becerisinin etkinliklerde
degerlendirilmesi
Degerlendirme Olgiitii Diizeyler
Nitelikli Orta Gelistirilmeli Gelmeyen
Birincil ve ikincil kaynaklar arasindaki 24 2 1 2
farki bilme

Etkinlikte, 24 6grencinin sorulara verdigi cevaplar nitelikli, 2 6grencinin cevaplari orta nitelikte,
1 6grencinin cevaplari ise gelistirilmeli diizeyinde degerlendirilmistir.

Ogrencilere yoneltilen bir soruda, “Ayse dedesiyle eski bayram kutlamalari ile ilgili bir réportaj
yapti. Ayse dedesini dikkatli dinlemedi ve notlar almadi. Réportaj yazisini hazirlarken dedesinin
sOylediklerinden farkli seyler yazdi.” seklinde bir 6rnek olay verilmistir. Ornek olaydan yola ¢ikarak
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ogrencilere acik uglu sorular yoneltilmistir. Asagida verilen yanitlara yonelik 6grenci drnekleri yer
almaktadir.

05’in 4. Soruya Verdigi Cevaplar

Yukarnidaki metne gore;

Birincil kaynak ... ¥2AL0 G e rnanens dir.

Ikincil kaynak ...... '.C.. ‘utm, LONRLLL.....dir.

Ayse’nin hazifadig réportaj yazisindaki bilgilere giivenilmez ¢iinki, . /l@j £ 2’71’3« k...

Ayse’nin yazdifl roportajin guvenilir olmasi igin ...‘c'-..!.zi.,!l.{t/n,c.dz.... f,é:’m«/.?_,_,r [terirnnnnn. gErEKIrdi.

Ogrenci metne gore, cocugun dedesinin birincil kaynak oldugunu, ¢ocugun yazisinin ise ikincil

kaynak oldugunu belirtmistir. Ayse’nin hazirladigi roportaj yazisina gilivenilemeyecegini, ¢ilinkii
Ayse’nin not almadigini; roportajm giivenilir olmasi i¢in dedesini dinlemesi gerektigini belirtmistir.
Ogrencinin verdigi cevaplar nitelikli olarak degerlendirilmistir. Ogrencilere “Sizce birincil kaynaklar

mi yoksa ikincil kaynaklar m1 daha giivenilirdir? Sebeplerini agiklayiniz.” seklinde bir yorum sorusu
yOneltilmistir.

‘ 09'un 5. Soruya Verdigi Cevap

...-..:'.;;'.'...C';.c:......*.l;_c.m/” f.,'r.-.z;.... F’fj .. " A "/Y"U([U‘ pav-a .(?/ uuc...f../ ///'* el b Wl

4

.., lo L, ’f/fw/ D "’/%m,«‘/

'y,

.....................................

Ogrenci, “Birincil kaynaklar daha onemlidir. Ciinkii her zaman daima olaya sahit olmuslardir.”
yamtmi vermistir. Ogrencinin cevabi, nitelikli olarak kabul edilmistir. Sorulara verilen cevaplar
incelendiginde, Ogrencilerin genelinin birincil ve ikincil kaynaklarin ne oldugunu &grendikleri
diisiiniilmektedir. Arastirmaci gozlemlerine gore de 6grenciler birincil ve ikincil kaynaklar arasindaki
farki 6grenmislerdir. Ciinkii etkinlikler devam ederken birincil ve ikincil kaynak kavramlari kullanildig:
zaman, Ogrenciler bildiklerini belli eder sekilde yorumlar yapmislardir. Devam eden etkinlikler
esnasinda, herhangi bir kaynaktan bahsedildiginde, konu birincil ya da ikincil kaynak olmamasma
ragmen, 6grencilerin kendi aralarinda ve sinif genelinde ilgilendikleri kaynak hakkinda kaynagin hangi
tiir kaynak oldugu ile ilgili konustuklar1 gézlemlenmistir.

Uygulamalar esnasinda “Birincil ve ikincil kaynaklar arasindaki farki bilme” alt becerisinin
gelisip gelismedigini gdzlemlemek amaciyla ornek olay yoOntemiyle algi anketlerinde bir soru
yoneltilmistir. Soruya verilen cevaplarin frekans siralamasi son algi anketinde en ¢ok frekansa sahip
olandan en az frekansa sahip olana dogru olmustur. Ornek olay olarak grencilere asagidaki bilgi
verilmistir.

Ogretmenin verdigi Kirkpinar Yagh Giiresleri ile ilgili arastirma 6devi i¢in, Giilay milli bir giiresci
ile roportaj yapmis; Nese, ablasindan bilgi almis; Mert ise internetten buldugu bilgileri yazmustir.

Ogrencilere yukaridaki 6rnek olaya yonelik olarak en giivenilir bilgiye kimin ulastig1 ve hangi
dgrencinin birincil kaynak kullandig1 sorusu yoneltilmistir. Tablo 7°de “Birincil ve Ikincil Kaynaklar
Arasindaki Farki Bilme” alt becerisinin alg1 anketlerinde degerlendirilmesine yer verilmistir.

155



Egitim Kuram ve Uygulama Arastirmalar: Dergisi 2025, Cilt 11, Say 2, 145-166 Berna GOFNER, Yiicel KABAPINAR

Tablo 7. “Birincil ve ikincil Kaynaklar Arasindaki Farki Bilme” alt becerisinin algi anketlerinde degerlendirilmesi

On Alg1 Anketi Son Alg1 Anketi Gecikmis Son Algi
(N=28) (N=29) Anketi (N=29)
Dogru bilgiye 17 20 24
ulagsma
Birincil kaynag fark 12 21 21
etme

Arastirmalarda kullanilan kaynaklara yonelik olarak hazirlanan soruda, 6grencilere bir aragtirma
esnasinda yonelebilecekleri li¢ kaynak sunulmus ve hangisinin daha giivenilir olduguna karar vermeleri
istenmigtir. Secenekler arasindan tercih edilebilecek en giivenilir kaynak birincil kaynak olmasi
sebebiyle 0grencilerden beklenen dogru yanit, Giilay’in tercih ettigi kaynak olan milli bir giiresci ile
roportajdir. “Giilay ulagmistir” cevabi 6n alg1 anketinde 17, son algi anketinde 20, gecikmis son algi
anketinde ise 24 6grenci tarafindan tekrarlanmistir. Ogrencilerin dogru cevap sayisinin tiim anketlerde
yiiksek oldugu goriiliir. Bu durum o6grencilerin uygulama oncesinde de konu ile ilgili fikir sahibi
olduklarin1 gosterir. Ancak dogru cevap sayisinin son algi anketinde artmasi, uygulamalarin dogru
bilgiye ulasma konusunda faydali oldugunun gostergesidir. Gecikmis son alg1 anketinde ise, dogru
cevap sayisinin son algi anketine gore daha fazla oldugu goriiliir. Bu durumun uygulama sonrasinda da
ogrencilerin konuya dikkat etmesinden kaynaklandigi diisiiniilmektedir. Arastirmaci, uygulamalar
tamamlandiktan sonra islenen sosyal bilgiler derslerinde aragtirmaya dahil edilen okuryazarlik
becerilerinin 6grencilerin tarafindan kullanildigim gdzlemlemistir. Bu durum okuryazarlik bakis
acisinin kalicili1 anlaminda yorumlanabilir.

Ornek olaydan yola cikarak ikinci olarak dgrencilere, “Hangi dgrenci birincil kaynaktan bilgi
edinmistir?” sorusu yoneltilmistir. Arastirmalarda kullanilan kaynak ¢esitleri ile ilgili sorunun bu
maddesinde, 6grencilerin birincil ve ikincil kaynaklar arasindaki farki ayirt edebilme durumlar
belirlenmeye ¢alisilmistir. Arastirma bulgulari incelendiginde, 6n algi anketinde, 12 6grencinin “Giilay
edinmistir’ cevabmi verdigi, son algi anketinde ayni cevabi veren 6grenci sayisinin 21°e ¢iktigi,
gecikmis son algi anketinde, dogru cevabi veren dgrenci sayisinin son algi anketindeki gibi 21 oldugu
bulgulanmustir.

Aragtirma bulgularia gore, son algi anketinde ve gecikmis son algi anketinde dogru cevap veren
dgrenci sayismin 6n alg1 anketine gore arttigi goriiliir. On alg1 anketi uygulandiginda birincil kaynak
kavramin1 &grencilerin bilmedigi varsayilldigindan, 6grencilerin segenekler i¢inden mantiklarina en
uygun olani segtikleri diigiiniilmektedir. Son alg1 anketinde ve gecikmis son algi anketinde dogru cevap
konusunda 6grencilerin daha bilingli bir tercih yaptiklar1 sylenebilir. Arastirmacinin gézlemleri de bu
yondedir.

1.3. “Sosyal/Tarihi Bir Konu ile Ilgili Birden Fazla Kaynak Inceleme” Alt Becerisine Iliskin
Bulgular

Sosyal/tarihi bir konu ile ilgili birden fazla kaynak inceleme, sosyal bilgiler dersinde 6zellikle
gerekli okuryazarlik becerisi olarak ele alinmigtir. Kaynak taramanin gerekliligi iizerinde eylem
arastirmasi siirecinin bagindan itibaren durulmus; bu sebeple miimkiin olan tiim etkinliklerde bu beceriyi
gelistirmeye yonelik caligmalara yer verilmistir. 4 etkinligin rubriklerinde farkli kaynaklardan
yararlanma, degerlendirme 6lgiitii olarak yerini almistir. Tablo 8°de “Sosyal/Tarihi Bir Konu ile Tlgili
Birden Fazla Kaynak inceleme” alt becerisine iliskin etkinliklerden elde edilen bulgulara yer verilmistir.
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Tablo 8. “Sosyal/Tarihi Bir Konu ile Ilgili Birden Fazla Kaynak Inceleme” alt becerisine iliskin
etkinliklerden elde edilen bulgular

Etkinlik Adi Diizeyler (N=29)
Nitelikli Orta  Gelistirilmeli ~ Gelmeyen
Degisim: Nasil? Neden? 8 13 2 6
Cok Sesli S6z Korosu 16 4 5
Siir Tamamlama 16 3 9 1
Gazete Hazirliyoruz 11 6 7

Degisim: Nasil?—Neden? etkinligine 23 Ogrenci katilmistir. Arastirma yaparken farkl
kaynaklardan yararlanma konusunda 8 Ogrencinin caligmasi nitelikli olarak degerlendirilmistir.
Arastirma bulgulart incelendiginde, calismasi nitelikli olarak kabul edilen Ogrenci sayisinin 23
ogrenciden sadece 8’i oldugu goriiliir. Ogrencilerin arastirma yaparken farkli kaynaklardan yararlanma
konusunda bu etkinlik i¢in istenen diizeyde olmadiklari sdylenebilir. Bu durumun, etkinligin, belirtilen
kazanimla ilgili ilk etkinlik olmasindan kaynaklandig: diisiiniilebilir.

Cok Sesli Soz Korosu etkinligine 24 o6grenci katilmistir. Etkinlikte Ogrencilerden tarihte
Tiirklerin yaygin olarak oynadigi oyunlar1 arastirmalari, arastirma sonunda elde ettikleri bilgileri
kullanarak belirtilen Olgiitlere uygun bir {iriin ortaya ¢ikarmalari istenmistir. Etkinligin aragtirma kismi
bireysel olarak, iiriin ortaya koyma kismi ise grup ¢aligmasi seklinde tasarlanmigtir. Bir konu ile ilgili
birden fazla kaynaktan yararlanma konusunda 16 Ogrencinin c¢alismasi nitelikli olarak
degerlendirilmistir. “Cok Sesli S6z Korosu” etkinligi islenirken siiftaki gruplardan bir tanesi olan
Kahramanlar grubu okguluk oyunu ile ilgili ¢aligmistir. Grup 7 iiyeden olugmaktadir. Gruptaki tiyeler
oncelikle bireysel olarak etkinlik formlarini doldurmus; ardindan grup calismasi seklinde farkli
kaynaklardan elde ettikleri bilgileri bir araya getirerek istenilen 6lgiitlerde tek bir etkinlik formu
olusturmuslardir. Ogrenciler bireysel olarak ok¢ulugun gegmisteki ve simdiki halini arastirmis, ardindan
yararlandiklar1 kaynaklari belirtmistir. Asagida oncelikle ¢alismanin bireysel kismindan bir érnege yer
verilmistir. Solda formun orijinal hali, sagda ise formun ¢éziimlenmis hali yer almaktadir.

ARASTIRILAN OYUN: OKGUIWLK A/ v
Oyunun Ge¢misteki Hali:
OYUNUN GEOMISTER WAL
Miﬂ”';\(,l!f:‘.{,‘vﬁ‘;"“‘};““’jf;"“ o ‘\-j"‘;w:‘”"""'. Tiirk tarihinde onemli bir yeri vardir. Orta Asya’dan beri oynanan bir
@.:"_Lk ” ‘“"‘? “j"“h:”w’ PPy "‘4"‘_"‘;‘“ | oyundur. Osmanli Déneminde kabak oyunu adi verilen atli ok¢uluk oyunu
‘kmf”&M” . {M‘“Mﬁw T SN oynanirmis. Bardak, top gibi bircok nesne hedef olarak kullanilirmis. Hedef
prewy A -
\if. m&“‘ﬂfm‘% ;’u “”M'W)"M e bir siitun iistiine konur ok¢u da atiyla hizla gegerken doniip hedefi vurmaya

calisirdi.

Oyunun Giincel Hali:

Oyun giiniimiizde bir spora doniigmiis. Atatiirk’iin emriyle kemankes
ailelerinden gelen birkag kisi okculugu gelistirmeye ¢alismis. Modern batili
kiyafetlerle dairesel olan hedef tahtasumin ayakta sabit durarak ok atilarak
hedef vurulur ve puan kazanilir.

Yararlamlan Kaynaklar:

1. www.tirendaz.com.tr internet sitesinden 13.11.2014 tarihinde alinmistir.

2. Tiirk Geleneksel Okculugu Yazan: Dr. Murat Ozveri’nin yazilarindan

TAARANUAN SATAAR kit 13.11.2014 tarihinde alinmistir.

"*'MWAWE"W caon T Anhanid. 5 B ?ow- :

:JM::L M& mm W @wﬂ?‘& mlmw:::v: 3. Tiirk Okg¢ulugu Yazan: U.Yiicel (1999) yazilarindan 13.11.2014 tarihinde
;v;‘wrzou-w WA, o alinmistir.

Ormnekte dgrenci ok¢ulugun gecmisteki ve simdiki halini arastirmus, ardindan yararlandig
kaynaklar1 belirtmistir. Ogrenci kaynakgasinda bir internet kaynagina yer vermis, ayrica iki makaleden
yararlanmistir. Ogrenci ¢alismasini hazirlarken farkli kaynaklardan yararlanmistir. Asagida 6grencilerin
farkli kaynaklardan elde ettikleri bilgileri bir araya getirerek istenilen dlgiitlere uygun olarak hazirlanan
grup calismasina yer verilmistir.
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Grup ¢alismasi gergeklestirmek i¢in grup tiyeleri bir araya gelmistir. Grup tiyeleri 6rnek olarak
verilen etkinlik formunun da i¢inde bulundugu 7 formu bir araya getirmis, bu formlardan yararlanarak
asagida gosterilen grup formunu olusturmuslardir. Ogrenciler bireysel olarak okguluk oyununu
arastirdiktan sonra grup olarak okgulugun gegcmisteki hali, giinlimiizdeki hali ile gegmiste ve gliniimiizde
ortak olan yonlerini belirlemislerdir. Asagida formun orijinal haline ve transkript edilen haline yer
verilmistir.

Ao TR AL AN
GECMIis GﬁNCELW
2aifaslnrda Yalland ~ £3% e 3gin Nenllend
e SIS - ,(,Am.n&..c._._‘.,._.. o
ﬁ_»-ﬁ,‘__fta&gn__uw,m ~ ,_44,___)1;\&31))(._&&&\&9&!.‘5‘0.@&,@
___________________ Wl’i@n&.&(&r ————
ni Cfaneciods  Aadolie 2o “o3da¥ia AsacaBae \
el CanBrnana p=
R ) POSERT SO VI TSN 10N - T aaligemie yosdesNesllod,. \
s s A T = Mm&m-w o & - Ai
el =0 e daca.
OKCULUK
Gecmis Ortak Yonler Giincel
Savagslarda kullanilir. Yay kullanilir. Eglence igin kullanilir.
Topla ve bardakla ¢aligilir. Hedef nisan alinir. Hedef tahtasiyla ¢alisilir.
] At tizerinde durulur. Okla olmast. Ayakta durulur.
Llkel yaylar kullanilir. Hedef tahtasina vurulur. Gelismig yaylar kullanilr.
Savagslarda yay kullanilmasi. Silah kullanlir. Savaslarda silahlarin kullanilmas.

Ogrenciler grup formunu olusturabilmek igin, bir konu ile ilgili birden fazla kaynak taramis ve
tarihi dokiimanlarda aym konuda farkli materyallerin ne dedigi {lizerine arastirma yapmiglardir.
Ogrencilerin ortaya gikardig1 grup galismast formu; pek gok farkli kaynagin taranip bir araya getirilmesi,
iclerinden gerekli bilgilerin alinmasi ve bilgilerden yararlanarak bir iiriin ortaya koyma asamalarini
icermektedir. Bu anlamda iist diizey bilissel beceriler gerektirmektedir. Ogrencilerin biiyiik
¢ogunlugunun ¢aligmasi etkinlige iligkin farkli kaynaklardan yararlanma konusunda nitelikli olarak
degerlendirilmistir. Bir dnceki etkinlikle kiyaslandiginda, dgrencilerin ¢alismalarint hazirlarken farkli
kaynaklardan yararlanma konusuna daha fazla 6nem verdikleri sdylenebilir.

Siir Tamamlama etkinligine 28 6grenci katilmistir. 16 6grencinin ¢aligmasi nitelikli olarak kabul
edilmistir.

Gazete Hazirliyoruz etkinligine 22 6grenci katilmistir. Bir konu ile ilgili birden fazla kaynaktan
yararlanma konusunda, 11 6grencinin ¢alismasi nitelikli olarak kabul edilmistir.

Etkinlige katilan ogrencilerin yarisinin ¢alismasi farkli kaynaklardan yararlanma becerisi
acisindan nitelikli olarak degerlendirilmistir. Bir 6nceki etkinlikle kiyaslandiginda, 6grencilerin
caligmalarmi hazirlarken farkli kaynaklardan yararlanma konusunda nitelikli olarak degerlendirilen
calisma sayisinin azaldig1 goriilmektedir. Bu durumun, gazete olusturma etkinliginin 6grencilere genel
olarak zor gelmesinden kaynaklandigi diisiiniilebilir. Gazete olusturma etkinligi birka¢ boliimden
olusan, uzun siireli bir etkinliktir. Ogrencilere etkinlik boyunca gesitli gérevler verilmistir. Ogrenciler
etkinlik siiresince birden fazla sorumluluk aldiklarindan etkinlikteki bazi ¢aligmalara gereken 6nemi
vermemiglerdir.

Uygulamalar boyunca, arastirma yaparken farkli kaynaklar kullanmanin neden gerekli oldugu
vurgulanmis; tarihi dokiimanlarda ayni konuda farkli materyallerde farkli bilgilerin olabilecegi
orneklerle agiklanmgtir. Ogrencilerin  konunun &nemini kavramalarina ragmen, hazirladiklart
caligmalara bu durumun istenen diizeyde yansimadigi goriilmektedir. Ciinkii farkli kaynaklardan
yararlanmak, yaptiklari calismay1 hazirlama siiresinin uzamasina sebep olmaktadir. Ayn1 zamanda farkl
kaynaklardan yararlanmak; analiz, sentez, degerlendirme gibi {ist diizey biligsel beceriler
gerektirmektedir. Arastirma siirecinde Ogrencilerin, ¢aligmalar1 daha kisa siirede ve daha az emek
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harcayarak hazirlayabilmek i¢in arastirma yaparken farkli kaynaklardan yararlanma sorumlulugunu géz
ardi edebildigi gozlemlenmistir.

Etkinlikler siiresince, sosyal/tarihi bir konu ile ilgili birden fazla kaynak incelemenin gerekliligi
vurgulanmis; pek ¢ok etkinlikte bu alt becerinin gelistirilmesine yonelik ¢aligmalara yer verilmistir.
Etkinliklerin, belirtilen alt beceri acisindan 6grencileri nasil etkiledigini belirlemek igin 6rnek olay
yontemiyle alg1 anketlerinde 2 soru yer almistir. Ogrencilere algi anketinde konu ile ilgili yoneltilen ilk
soru asagida yer almaktadir:

"Mehmet, aile fotograflarini incelerken biiyiik dedesinin resmini gérdii. Babasi ona biiytik
dedesinin sehit oldugunu sdyledi. Mehmet biiyiik dedesi ile ilgili bilgi sahibi olmak isterse nereden
bilgi edinebilir?"

Tablo 9’da “Sosyal/Tarihi Bir Konu ile ilgili Birden Fazla Kaynak Inceleme” alt becerisinin alg1 anketi
birinci sorusunda degerlendirilmesine iligkin bulgulara yer verilmistir.

Tablo 9. “Sosyal/Tarihi Bir Konu ile Tlgili Birden Fazla Kaynak Inceleme” alt becerisinin alg1 anketi birinci
sorusunda degerlendirilmesi

Cevap Ifadesi On Alg Son Algi Gecikmis Son Algi
Anketi (N=28) Anketi (N=29) Anketi (N=29)

Aile biiyiiklerinden bilgi 20 26 25
almalidir.

Fotograflardan/Albiimlerden 8 9 10
bakabilir.

Giinliiklerden bilgi alabilir. 0

Sehitlikten bilgi alabilir. 1 0 0

Aragtirma bulgulari incelendiginde 6n alg1 anketi, son algi anketi ve gecikmis son algi anketinde
en sik tekrarlanan ifadenin “Aile biiyiiklerinden bilgi almalidir.” oldugu goriilmiistiir. Aile bireyiyle
ilgili bilgi almak icin ilk bagvurulacak kaynagn aile biiyiikleri olmasi dogaldir. On algi anketinde bu
cevabin 20 6grenci tarafindan ifade edilmesi, 6grencilerin konu ile ilgili uygulama oncesinde de fikir
sahibi olduklarini gosterir. Ayni1 ifade son algi anketinde 26, gecikmis son alg1 anketinde ise 25 6grenci
tarafindan tekrarlanmigtir. On alg1 anketine gore, etkinlikler tamamlandiktan sonra yapilan anketlerde
belirtilen ifadenin tekrarlanma sikliginin arttigi goriilmektedir. Bu durum yapilan uygulamalarda
ogrencilerin konu ile ilgili bilgisinin arttigini diisiindiirmektedir.

Sosyal/tarihi bir konu ile ilgili birden fazla kaynak inceleme alt becerisine iligskin algi
anketlerinde yer alan ikinci soru ve soruya iliskin bulgular asagida yer almaktadir. Ogrencilere, farkli
kitaplarda yer alan bilgilerin farklilagsmasinin olast nedenleri sorulmustur. Soruya verilen cevaplarin
frekans siralamasi son algi anketinde en ¢ok frekansa sahip olandan en az frekansa sahip olana dogru
olmustur.

"Zehra, Kurtulus Savas: ile ilgili arastirma yaparken iki farkl kitaptan yararlanmistir. Ayni konuda
iki kitapta verilen bilgilerin farkli oldugunu gérmiistiir. Bu durumun nedeni sizce nedir?"
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Tablo 10. “Sosyal/Tarihi Bir Konu ile ilgili Birden Fazla Kaynak Inceleme” alt becerisinin alg1 anketlerinde
degerlendirilmesi

Cevap Kategorisi On Alg1 Anketi Son Algi Anketi  Gecikmis Son Algi

(N=28) (N=29) Anketi (N=29)
Kaynaklarln giivenilirligini sorgulamayan 71 10 12
ifadeler
Kaynaklarin giivenilirligini sorgulayan
. 0 9 8
ifadeler
Kaynak tiirline vurgu yapan ifadeler 0 6 7

Kaynaklarin giivenilirligini kontrol etmeye yonelik hazirlanan soruda, ogrencilere tarihi
konularda farkli kaynaklarda farkli bilgiler olmasinin neden kaynaklanmis olabilecegi sorulmustur.
Arastirma bulgulart incelendiginde, kaynaklarin giivenilirligini sorgulamayan ifadelere sik¢a rastlandigi
goriilmektedir. Kaynaklarin giivenilirligini sorgulamayan ifadelerle kasit; bilgilerin basim hatasi, farkli
yas gruplart i¢in hazirlanma, tiim kitaplarin birbirinden farkli olmasi, kitaplarin bir serinin devami
olmasi gibi sebeplerle farkli olabilecegine doniik ifadelerdir.

Soruya verilen cevaplardan kaynaklarin giivenilirligini sorgulayan ve kaynak tiiriine vurgu
yapan ifadeler nitelikli ifadeler olarak degerlendirilmistir. Bu tiir ifadeler, 6grencilerin, sosyal/tarihi bir
konu ile ilgili birden fazla kaynak incelemenin gerekliliginin bilincine vardiklarimi diisiindiirmektedir.
Kaynaklarin giivenilirligini sorgulayan ifadeler; “kaynaklardan birisinin giivenilir oldugunu, digerinin
ise giivenilir kaynak olmadigini” belirten ifadelerdir. Bu tiir ifadelere, 6n alg1 anketinde rastlanmazken,
son algi anketinde 9, gecikmis son algi anketinde 8 kez rastlanmistir. Kaynak tiirline vurgu yapan
ifadeler; kaynaklarin “birincil ve ikincil kaynak” olma durumunu géz dniinde bulunduran ifadelerdir.
Bu tiir ifadelere 6n alg1 anketinde rastlanmazken, son algi anketinde 6, gecikmis son algi anketinde 7
kez rastlanmistir. Sosyal/tarihi bir konu ile ilgili birden fazla kaynak incelemenin gerekliligini
vurgulayan ifadelere on algi anketinde hi¢ rastlanmadigi goriilmektedir. Bu durumun, 6grencilerin
kaynaklarda yanlis bilgiler olabilecegi fikri ile arastirma siirecinden dnce karsilasmamis olmalarindan
kaynaklandigi diigiiniilmektedir. Son alg1 anketinde ve gecikmis son algi anketinde bu tiir ifadelerin,
ogrencilerin yaklasik yarisi tarafindan kullanildig1 goriiliir.

Kaynaklarin giivenilirligini kontrol etme, sosyal bilgiler dersinde okuryazarlik adina énemli bir
beceridir. On alg1 anketinde kaynaklarin giivenilirligini kontrol etme adma herhangi bir ifade
kullanilmazken, son algi anketinde ve gecikmis son algi anketinde bu tiir ifadelerin kullanilmasi
Ogrencilerin uygulama esnasinda bu beceriyi edindiklerinin gostergesi olarak diistiniilebilir. Tarihi
dokiimanlarda aynm1 konuda farkli bilgilere rastlamak miimkiindiir. Eylem arastirmasi siirecinde
ogrencilere sosyal bilimlerin 6zelliklerinden bahsedilmis; gorecelilik kavramina vurgu yapilmistir. Bir
konu ile ilgili birden fazla kaynak taramak, dogru bilgiye ulasmada 6nemli bir yol gosterici olarak
goriilmiis ve etkinliklerde buna yonelik calismalara yer verilmistir. Ogrencilerin bu konuda,
uygulamalar yapilamadan dnce pek bilgi sahibi olmadiklari, uygulamalarin konu ile ilgili 6grencilerin
gelisimine katki sagladigi sdylenebilir.

2. Arastrmaya Katilan Ogrencilerin Alan Okuryazarhigt Uygulamalarina Yonelik
Goriislerinin Incelenmesi

Eylem arastirmas: siireci tamamlandiktan sonra, son algi anketine ek olarak dgrencilere agik
uclu bir soru yoneltilmis ve siirecte yer alan tiim uygulamalar1 degerlendirmeleri istenmistir. Smiftaki
29 Ogrencinin tamami soruyu yanitlamistir. Ogrencilerin cevaplariin analizi ile Tablo 11 elde
edilmistir.
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Tablo 11. Arastirmaya katilan 6grencilerin alan okuryazarlig1 uygulamalarina iligkin goriislerine yonelik bulgular

Goriis ifadeleri Ogrenci Sayis1 (N=29)
Zevkliydi 20

Eglenceliydi

Giizeldi

Benzer calismalar1 yapmak isterim

Sosyal becerilerimiz artti

Farkli derslerde de bu tiir ¢alismalar yapmak isterim

Bazen sikildim

— W W o O v O

Grup igi iletisim problemlerinden hoslanmadim

Ogrencilerin verdigi cevaplar degerlendirildiginde, eylem arastirmasi siireci ile ilgili genellikle
begeni ifadeleri kullanildig1 goriilmektedir. 29 6grencinin tamaminin verdigi cevaplarda “Zevkliydi”,
“Eglenceliydi” ya da “Giizeldi” ifadelerine rastlanmistir. 9 6grenci “Benzer calismalar: yapmak isterim.”
diyerek benzer uygulamalar1 yapma istegini dile getirmistir. 6 6grenci, “Sosyal becerilerimiz artt1”
ifadesiyle, uygulamalarin grup ¢alismasi kisminda sinif arkadaslari ile iletisim kurmasina firsat verdigi
konusuna deginmistir. 3 6grenci, “Farkl derslerde de bu tiir calismalar yapmak isterim.” diyerek diger
derslerde de bu tiir calismalara yer verilmesi konusundaki istegini dile getirmistir. 3 6grenci, “Bazen
stkildim.” ifadesini kullanmustir. Ozellikle sunum yapmay1 gerektiren etkinliklerde, sunum sirasinin
kendilerine gelmesini beklerken, sikildiklaria doniik ifadelere, 6grenci giinliiklerinde de rastlanmistir.
1 6grenci “Grup i¢i problemlerden hoslanmadim” diyerek 6grenci giinliiklerinde de ifade edilen grup
ici problemleri dile getirmistir. “Bazen stkildim.” ve “Grup igi problemlerden hogslanmadim.” ifadelerini
kullanan 6grenciler de uygulamalarin genelinden memnun kaldiklarini belirtmiglerdir.

Arastirmaci gozlemleri de eylem arastirmas: siirecinin, 6grenciler icin zevkli bir siire¢ oldugu
yoniindedir. Asagida 6grencilerin soruya verdigi cevaplardan drneklere yer verilmistir. O1, “Bence
iyiydi. Benim ge¢misimde ne oldugunu 6grenmek benim icin bir zevkti. Onlardan bolca test ¢ozdiim.
Kurtulus Savasi, 1. Diinya Savagst hepsi ¢ok giizeldi. Benim en ¢ok hosuma giden Cok Sesli Soz Korosu
etkinligiydi. Ama bazi yénlerden canim sikildi. Stifimizi kiimelere ayirdik, gazete yaptik. O da zevkliydi.
Arkadaslarimla bu etkinligi yapmak, boyle bir seyin iginde yer almak bana onur verdi” ifadeleriyle
siirece iliskin duygu ve diisiincelerini agiklamistir. Ogrenci, 6grendigi konular ile ilgili eve gidince test
¢ozdiigiini belirtmistir. Test ¢cozme tiirii faaliyetlere siiregte yer verilmemistir, 6grenciyi test ¢ozmeye
ailesinin yonlendirdigi bilinmektedir.
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02, “O calismalarin hepsi gercekten ¢cok giizel ve eglenceli oldu. En sonunda gazete yaptik. Her
calisma birbirinden giizel. Caba géosterdik. Gazeteleri simiflara dagittik. Bu gazetelerde birden fazla
emek var. Kendi ¢calismami ve gazetemi yaptigim icin ¢cok mutluyum. Bu ¢alismayr bize yaptirdigi igin
Basak o6gretmenime ¢ok ama c¢ok tesekkiir ediyorum.” ifadeleriyle calismalara iliskin duygu ve
diisiincelerini agiklamistir.
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06, siirece iliskin duygu ve diisiincelerini, “Ben bu ¢alismay: ¢cok sevdim. Insallah devam eder.
Bu sayede derslerimi daha iyi degerlendiririm. Cok iyi bir diistince. Bu dersin matematik, Tiirkge, trafik,
fen ve teknoloji, sosyal bilgiler derslerinde olmasint isterim” seklinde ifade etmistir. Ogrenci, benzer
etkinliklerin her derste yapilabilecegini belirtmistir. Ogrencinin belirttigi gibi, alan okuryazarligi
uygulamalarimi tiim derslerde yapmak miimkiindiir.
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Yukaridaki Ogrenci ifadelerinde de gorildiigii gibi, Ogrenciler sosyal bilgiler dersinde
okuryazarlik becerilerinin gelistirilmesine yonelik yapilan c¢alismalarla ilgili olumlu goriisler
belirtmislerdir. Uygulama siireci hem &grenciler agisindan hem de arastirmaci agisindan verimli
gecmistir.

Tartisma, Sonu¢ ve Oneriler

Sosyal bilgiler dersinde 6zellikle gerekli okuryazarlik becerileri olarak, aragtirma siirecinde,
arastirmalarda kullanilan kaynaklara iligskin 6grencilerin sahip olmalar1 gereken beceriler ele alinmstir.
Arastirmalarda kullanilan kaynaklara iliskin beceriler; kaynaklarin giivenilirligini kontrol etme, birincil
ve ikincil kaynaklar arasindaki farki bilme, sosyal/tarihi bir konu ile ilgili birden fazla kaynak inceleme
alt becerileri altinda incelenmistir.

Kaynaklarin giivenilirligini kontrol etmenin ve sosyal/tarihi bir konu ile ilgili birden fazla
incelemenin gerekliliginin 6grenciler tarafindan 6grenildigi diisiiniilmektedir. Ancak 6grencilerin bu
alanlardaki becerilerini gdzlemlemek i¢in arastirmalarina kaynakga eklemeleri istendiginde, genellikle
smiftaki 6grencilerin yarisinin “nitelikli” kabul edilen iiriinler hazirladiklar goriiliir. Caligmalar1 orta
nitelikte ya da gelistirilmeli diizeyinde kabul edilen 6grencilerin, kaynakca olusturmayi yeni bir gérev
olarak gordiiklerinden ve yazi yazmaktan genel olarak sikildiklarindan etkinligin kaynakg¢a olusturma
kismini gegistirmeyi tercih ettikleri diisliniilmektedir. Shanahan (2018) ile Lee ve Spratley (2010)
caligmalarinda, 6grencilerin tarihsel belgeleri okuma, analiz etme ve akademik igeriklere dayali okuma
stratejilerine ihtiya¢ duyduklarini belirtmislerdir.

Ogrencilerin, arastirmalarda kullanilan kaynaklarla ilgili ¢alismalar1 yapmanin gerekliliginin
bilincine varmalar1 durumunda, arastirmalarina bu konuda daha fazla 6nem verecekleri
diisiiniilmektedir. Birincil ve ikincil kaynaklar arasindaki farkin siiregte 6grenildigi gozlemlenmistir.
Ogrenciler, arastirmalarda kullanilan kaynaklara iliskin becerilerin gelisimine déniik etkinliklerle eylem
arastirmasi siirecinde karsilasmiglardir. Arastirma dncesi, bu becerilerin gelisimine doniik herhangi bir
etkinlik yapmamisglardir. Bu sebeple, eylem arastirmasi siirecinde, bu becerilerin gelisimine doniik pek
cok etkinlik yapilmustir.
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Aragtirma siirecinde, ilkokul 4. sinif 6grencileri ile calisilmis; alan okuryazarligna iligkin
becerilerin, bu siif seviyesinde kazandirilabilecegi goriilmiistiir. Arastirmalarda kullanilan kaynaklara
iligkin galigmalar, ilkokul 4. smif i¢in erken olarak diisiiniilebilir. Ancak tarihi konularda kaynaklarin
onemi ve kaynakca kullaniminin gerekliliginin &grencilerde erken yastan itibaren kazandirilmasi
gereken bir beceri oldugu diisliniilmektedir. Bu diisiince; Chall, Jacobs ve Baldwin (1990) tarafindan
okuryazarligin erken yaglarda kazandirilabilecegi goriisiiyle uyum gostermistir. Kim vd. (2021)
caligmasi, ilkokul diizeyinde uygulanan alan okuryazarlig: etkinliklerinin bilimsel alan bilgisi, okuma
ilgisi ve okudugunu anlama becerileri {izerinde olumlu etkiler yarattigini ortaya koymustur.

Eylem arastirmas: siirecinde arastirmalarda kullanilan kaynaklar, bilgilendirici metinler olarak
degerlendirilebilir. Bilgilendirici metinlerin kullanilmasi, ders basarisinin artmasi ve okuryazarlik
becerilerinin gelisimine dnemli 6lgiide katki saglamistir. Ol ve Kabapmar (2023) tarafindan sosyal
bilgiler dersi Ogretiminde gazete haberlerini ara¢ olarak kullanmaya doniik arastirmada; gazete
haberlerinin  kullanildi§1 6grenme ortamlarinda O6grencilere sosyal bilimler metodolojisinin
kazandirmay1 hedefledigi; karar verme, problem ¢dzme ve elestirel diisiinme gibi {ist diizey diisiinme
becerilerinin kazandirilabilecegi goriilmiistiir. Caligmada kullanilan gazeteler, bilgilendirici metin
olarak onemli bir kaynaktir. Swain ve Coleman (2014) calismalarinda, siirece bilgilendirici dahil
etmenin oOgrencilerin hem sosyal bilgiler ders konularini 6grenmelerine hem de okuryazarlik
becerilerinin gelismesine katki saglayacagini belirtmislerdir. Pennington, Obenchain ve Brock (2014)
ile Maloch ve Horsey (2013) ¢alismalarinda, bilgilendirici metinlerin sosyal bilgiler ve fen bilimleri
derslerinde okuryazarlik becerilerini ve ders basarisini artirdigi sonucuna ulasilmistir; bu ¢alisma da
benzer etkiyi gostermistir.

Arastirma siirecinde, Ogrencilerin alandan yazma ¢aligmalar1 yapmalarina firsat taniyan
etkinlikler uygulanmistir. Morrow, Pressley, Smith, ve Smith (1997) arastirmalarinda, 3. smif
ogrencileri ile fen dersleri ile ilgili hikayeler yazmig; Wilcox ve Monroe (2011), matematik dersinde
yazma becerilerini iyilestirmeye doniik bir model 6nerisinde bulunmus; Knipper ve Duggan (2006),
alandan yazma c¢aligmalari ile ilgili stratejiler onermislerdir. Relyea, Kim, Rich ve Fitzgerald (2024) ile
Fenty ve Brydon (2017) ¢alismalarinda da, alan okuryazarlig1 uygulamalarinin disiplinler arasi etkilere
sahip oldugunu ve 6grencilerin alan bilgileri ile yazma becerilerini destekledigini bulgulamigtir. Ismi
gecen tiim calismalardaki ortak goriis; alandan yazma c¢aligsmalar1 yapmanin, 6grencilerin alana iligkin
bilgisini arttirirken ayn1 zamanda yazma becerilerini gelistirecegi yoniindedir.

Arastirmada, sosyal bilgiler dersi ile okuryazarlik becerilerini iligkilendirmeye doniik bir model
Onerilmis ve buna doniik bir uygulama yapilmistir. Vaughn, Swanson ve Roberts (2013),
aragtirmalarinda, sosyal bilgiler 6gretmenlerine, alan okuryazarligi becerilerini 6grencilerde nasil
gelistireceklerine doniik bir egitim vermis, egitimin sonunda Ogretmenlerin sinifta uygulama
yapmalarini saglamislardir; Connor ve digerleri (2016), arastirmalarinda, fen bilimleri ve sosyal bilgiler
Ogretiminde ana siifindan 4. sinif 6grencilerine kadar uygulanabilecek bir alan okuryazarlig1 tasarimi
gelistirmis ve gelistirilen tasarimi1 uygulamiglardir; Clark ve Lott (2017), arastirmalarinda, “6grenme
¢emberi” modeli tasarlayip bu tasarima donik bir uygulama gerceklestirmislerdir; Lai, Wilson,
McNaughton ve Hsiao (2014), aragtirmalarinda, okuryazarlik projesinin, okudugunu anlamaya ve okul
basarisina etkisi lizerine ¢alismiglardir. Kuru (2022) tarafindan gergeklestirilen doktora tezinde, ilkokul
4. smiflarda sosyal bilgiler dersinde oyunlastirilmig etkinliklerle 6grencilerin harita okuma becerilerinde
kalici 6grenme saglandigi; Tufan (2021) calismasinda ise, &grencilerin Tiirkge dersine iligskin
kazanimlar1 gerceklestirirken ayni zamanda anlam kurma, sorgulama ve c¢oklu bakis acis1 gibi
becerilerinde gelisme saglandig1r goézlemlenmistir. Yukarida siralanan caligmalarin ortak noktasi,
okuryazarlik becerileri ile alan 6gretimini birlestirmeye doniik bir tasarim yapip bunun okullarda
uygulanmasini saglamaktir. Caligmalarin tamaminin ortak sonucu, yapilan tasarimlarin, okuryazarlik
becerilerinin gelismesine katki sagladig1 ve alan 6grenmeye yardimci oldugu yoniindedir. Arastirmanin
geneli degerlendirildiginde, arastirma bulgularimin yukarida siralanan c¢aligmalarin bulgulart ile
benzerlik gosterdigi sOylenebilir.

Diinya genelinde yiiriitilen alan okuryazarligini gelistirmeye yonelik aragtirmalar, bu
uygulamalarin yalnizca 6grencilerin akademik basarilarini artirmakla kalmayip, ayn1 zamanda genel
okuryazarlik becerilerini de destekledigini ortaya koymaktadir (Hwang, Cabell ve Joyner, 2021; Kim
vd., 2021; Clark ve Lott, 2017; Pennington ve ark., 2014; Maloch ve Horsey, 2013; Wilcox ve Monroe,
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2011; Knipper ve Duggan, 2006; Morrow vd., 1997). Arastirma siireci, arastirmacinin ayni zamanda
Ogretmeni oldugu sinifta gergeklestirilmistir. Kenna, Russell III ve Bittman (2018) ise 6gretmenlerin
okuryazarlik konusundaki teorik bilgilerinin sinirli oldugunu belirtmislerdir. Aragtirmacinin; 6grencileri
tanimasi ve 0grencilerin ihtiyaglarinin farkinda olmasi ve alan okuryazarligina iliskin bilgi sahibi olmas1
acisindan bu durumun, biiyiik bir avantaj oldugu diistiniilmektedir.

Ogrencilerin eylem arastirmasi siirecine iliskin goriisleri uygulamalar tamamlandiktan sonra,
uygulamalara doniik genel goriislerini almak icin yoneltilen acgik uglu soruya verdikleri yanittan elde
edilmistir. Ogrencilerin siire¢ tamamlandiktan sonra, siirece iliskin duygu ve diisiincelerini; zevkli,
eglenceli, gilizel gibi sozlerle ifade ettikleri goriiliir. Ayrica dgrenciler benzer calismalar1 yapmak
istediklerini, bagka derslerde de bu tiir calismalar yapmak istediklerini belirtmislerdir. Ogrenciler igin
siirecin keyifli oldugu aragtirmaci tarafindan da gézlemlenmistir. Arastirma siirecinde, sosyal bilgiler
dersinde programda kazandirilmasi hedeflenen konular géz 6niinde bulundurularak, sosyal bilgiler dersi
konular ile okuryazarlik becerileri entegre edilmeye calisilmistir. Siirecte, sosyal bilgiler dersinde
gerekli okuryazarlik becerilerinin tamamini ele almak miimkiin goériilmediginden, sosyal bilgiler ders
konularma entegre edilebilecek beceriler belirlenmistir. Belirlenen becerilerin 6grencilerde gelismesini
saglamak acisindan, yapilan uygulamalarin verimli oldugu sdylenebilir.

Arastirma, sosyal bilgiler dersi ile okuryazarlik becerilerini iligkilendirerek yapilmistir. Alan
okuryazarligi uygulamalarmin diger derslerde de yapilmasi miimkiindiir. Arastirma, ilkokul 4. sinif
ogrencileri ile gerceklestirilmistir. Yurt disinda yapilan calismalar incelendiginde, uygulamalarin
ilkokulun ilk yillarindan itibaren baslayip iiniversite yillarint da kapsayacak sekilde yapilabildigi
goriilmektedir. Arastirmacilar, hitap ettikleri farkli bir smif seviyesi ile de aragtirmayi
gerceklestirebilirler. Arastirmacilar, alan okuryazarligi uygulamalar1 yapmalari durumunda gerekli
alanyazin taramasini yaparak beceri sayisini ve beceri alanlarini arttirabilirler. Yapilan ¢aligsma,
belirtilen alana ve ele alinan {initeye iliskin okuryazarlik becerileri ile sinirlidir. Alan okuryazarligi
uygulamalari, teknolojiyi egitimin i¢ine dahil etmeyi miimkiin kilan etkinlikler tasarlama firsat1 sunar.
Bunun i¢in e-kitap, e-tartisma ortami gibi etkinliklerle 6grencilerin teknolojik gelismelere uyum
saglamalari ayn1 zamanda alan okuryazarlifi becerilerini gelistirmeleri saglanabilir. Arastirmacilar
teknoloji ile okuryazarlik becerilerini iligkilendirmeye doniik etkinlikler tasarlayarak bu tiir etkinliklerin
Ogrenciler lizerindeki etkisini gozlemleyebilirler. Arastirma bir devlet okulunda gergeklestirilmistir.
Benzer aragtirmalarin 6zel okullarda da yapilmasi Onerilebilir. Ayrica devlet okullarinda ve o6zel
okullarda ayni uygulamalarin yapilip sonuglarinin karsilastirilmasi da miimkiin goriilmektedir.

Alan okuryazarlig1 becerilerini gelistirmeye doniik uygulamalarin, 6gretmenler tarafindan
kolaylikla yapilabilecegi diisiiniilmektedir. Alan okuryazarligi becerilerini gelistirmeye doniik drnekler
iceren bir etkinlik kitab1 hazirlandiginda, 6gretmenlerin sinif ici uygulamalar yapmasinin kolaylasacagi
diisiiniilmektedir. Arastirmacilara, alan okuryazarligi becerilerini gelistirmeye yonelik bir etkinlik kitabi
hazirlamalar1 onerilebilir.

Ogrencilerde alan okuryazarligi becerilerinin gelisiminin, yapilan smif i¢i uygulamalarla
miimkiin oldugu arastirma siirecinde goriilmiistiir. Alan okuryazarlif1 becerilerini gelistirmeye doniik
etkinlik tasarmminin tim Ogretmenler tarafindan yapilabilecegi diislintilmektedir. Bunun igin
okuryazarlik becerileriyle ilgili bilgi sahibi olmak gerekmektedir. Ogretmenlere, konu ile ilgili gerekli
arastirmalar1 yaptiktan sonra, alan okuryazarligi becerilerini gelistirmeye yonelik etkinlikler tasarlayip
siniflarinda uygulamalar1 dnerilebilir. Ogrencilerin, eylem arastirmasi siirecinde yogun bir programla
alan okuryazarligi uygulamalar1 yapmalari, bazen yorulmalarma ve sikilmalarina sebep olmustur.
Ogretmenlere, alan okuryazarligi uygulamalarinin siirece yaymalar1 onerilebilir. Ogrenciler eylem
aragtirmast siirecinde keyif aldiklar1 yonleri belirticken siklikla “ders isleme seklimiz” ifadesini
kullanmiglardir. Arastirma siirecinde, 0grencilerin farkli yontemlerle ders islemekten keyif aldiklari
goriilmiistiir. Ogretmenlere, derslerinde farkli yontemlere yer vermeleri dnerilebilir.
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Introduction

The innovation era called Education 4.0, which emerged as a result of the changes and
transformations experienced in the world, has defined new roles and areas of responsibility for both
teachers and students in educational phenomena and contexts. In this period where student-centered
innovations are emphasized, students need to effectively acquire and develop the ability to use
cognitive thinking processes such as critical thinking, problem solving, analysis, and inference in order
to respond to the changing needs of society. In this context, it is seen that new roles and areas of
responsibility are defined for teachers in the process of training the targeted human resources in order
to adapt to the transformations required by the age. Therefore, it becomes very important for teachers
to construct and assume a new identity as an educational leader. This means that in this innovative age,
a number of innovation-based changes are taking place, such as creating flexible teachers who have a
high sense of self-efficacy in education and who can easily adapt to change, structuring lessons and
curricula in a way that attracts students' attention and according to student differences, and providing a
positive learning environment that allows students to make mistakes, take risks, and ask questions
during the learning process (Pilevne, 2024).

It can be stated that contemporary supervision approaches have come to the fore in order to
realize the changes and innovations created by the Education 4.0 approach in educational
environments and contexts. Therefore, it becomes very important for teachers to acquire and realize
the functionality of supervision approaches by developing effective teacher professional development
practices. In the context of Education 4.0, the evolving focus on learning management creates a new
area of struggle and responsibility for teachers in order to respond to changes in the social and
economic fields in the process of raising competitive and innovative individuals (Puncreobutr, 2016:
92-93). To achieve this, reflective supervision practices that enable teachers to self-evaluate their
teaching practices need to be applied to learning management (Goker, 2017:4). Because, teachers can
develop professionally as long as they care about their own teaching practices. In this respect, teachers'
increasing their own competence and effectiveness, developing their planning skills, and defining their
thinking processes and behaviors well can be considered as the necessary outcome of the 'learning'
process, which has become the focal point in education with the constructivist approach in parallel
with the changes in the field of education (Kaya & Demir, 2014: 67). In this sense, it can be stated that
the education of teachers, which is the basic element that turns individuals into independent and
autonomous learners in the education process, is becoming increasingly important.

In the light of this information, it can be argued that reflective supervision practices, in which
roles and relationships are restructured, allow for the reconceptualization of the traditional supervision
approach, in which the teacher is in a passive position and the hierarchical structure is rigidly shaped
during the supervision process (Goker, 2017:4). Reflective supervision approaches, seen as a tool for
change in the understanding of supervision, can be applied through different methods and practices in
different educational contexts (Hatton & Smith, 1995). In this study, the focus is on the cognitive
coaching approach as a control tool that enables teachers to become practitioners who can set goals,
define success indicators, choose appropriate teaching strategies and reflect them in their own teaching
experiences and how the cognitive coaching approach, as an innovative supervisory practice in teacher
supervision, can be applied as a resource in the development of teacher self-efficacy perception in
educational contexts is examined. Within the scope of the research, the phenomenon of self-efficacy
was addressed in three sub-scale dimensions, namely (i) student participation, (ii) instructional
strategies and (iii) classroom management, and the effect of the cognitive coaching approach on the
development of English teachers' self-efficacy perception was investigated in the context of these three
sub-scales.

Cognitive coaching helps teachers gain awareness, increase their self-esteem, become
informed about teaching methods and strategies, and develop a self-control mechanism during the
teaching process (Costa & Garmston, 2002). In teacher education, cognitive coaching, which provides
an institutional framework for the acquisition of thinking skills, has an important effect on the
development of teachers' cognitive awareness and reflective thinking skills (Demir & Doganay, 2009:
717). In the context of constructivist theory, cognitive coaching, as a model that does not include
criticism and judgment but aims to encourage developmental, reflective and best learning practices,
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not only mediates greater solidarity and cooperation among teachers, but also contributes to the
effective use of thinking and reflection skills in teachers' own professional lives (Costa & Garmston,
2014).

Cognitive coaching is a theoretically based approach that focuses on developing and
enhancing teachers' cognitive activities through planned, goal-oriented coaching conversations (Costa
& Garmston, 2002). The theoretical structure of cognitive coaching is influenced by Bandura's self-
efficacy, Koestler's holonomy idea, Jung's individualization principle, Moslow and Roger's humanistic
psychology theory, linguistics and neurolinguistics, while its theoretical foundations are based on the
work of the cognitive coaching center, Vygotsky's social constructivist theory, and Dewey's
structuralist theory (Maskey, 2009). Constructivist approaches are based on the process in which
knowledge is constructed and given meaning by the individual as a result of his/her interaction with
his/her environment, in which knowledge is continuously and socially constructed. Therefore, the
constructivist approach refers to how personal experiences are effective in the process of structuring
and making sense of knowledge (Knowles et al., 2005; Lambert, 2002; Wenger, 1998). Based on this,
it can be predicted that the cognitive coaching approach reflects the process through which teachers
realize their personal learning in the context of social interaction through coaching interviews and
coaching practices. Because teachers construct their identity as members of a learning community
during the coaching process and, as a result, they continuously construct knowledge in the social
environment they are in, within the framework of interaction, solidarity and cooperation (Chan &
Pang, 2006).

The main purpose of cognitive coaching is to increase teacher self-efficacy and effectiveness
and, in this sense, to create autonomous individuals with high cognitive abilities, who can self-
monitor, control and define their own development areas by creating cognitive awareness. At this
point, the cognitive coaching approach is an important and powerful resource for the teacher to
develop (i) self-monitoring, (ii) self-management and (iii) self-modifying skills (Costa & Garmston,
2002: 127). Self-monitoring is explained as the ability to engage in on-the-spot reflection and make
rational decisions to expand or contract the plan. Self-management refers to the ability to make
strategic plans, estimate indicators of success, and draw conclusions based on past experiences. Self-
modifying is defined as the ability to evaluate, analyze and create meaning from past experiences and
then apply the acquired knowledge to future experiences (Costa & Garmston, 2002). In this context,
the cognitive coaching approach aims to change teachers' perceptions, thinking processes, beliefs and
attitudes, not their behaviors, and thus helps teachers independently discover the areas they need to
improve in their own practices and specialize in these areas in the context of their own needs (Knowles
& Swanson, 2011).

In this context, the cognitive coaching approach includes the metacognitive monitoring
process, which mediates the individual to observe, reflect and experience his/her own cognitive
processes by activating metacognitive processes, and allows the individual to monitor the conscious
and unconscious decisions he/she makes regarding the outcomes of the observation process through
the metacognitive control mechanism (Perfect & Schwarts 2002: 4). Cognitive coaching includes
cognitive awareness strategies that support the development of cognitive awareness, which helps the
teacher focus on the thought processes surrounding the teaching process and practice, based on the
development of metacognitive control mechanisms such as critical thinking, planning, teaching,
reviewing, reflecting, monitoring, and using new methods and techniques (Costa & Garmston, 2002).
Regarding the purpose of the cognitive coaching approach, it is seen that cognitive awareness and
cognitive awareness strategies produce very effective results in processes such as valuing oneself,
being aware of the knowledge and abilities one has, and developing motivation and skills (Louca,
2003: 10). Studies investigating the development of cognitive awareness strategies within the scope of
cognitive coaching training reveal that teachers' success in thinking and teaching processes increases
and they can carry out self-management processes more effectively (Bloom et al., 2003; Costa, 1984;
Costa & Kallick, 2004; Garmston et al., 1993; Showers, 1985; Waddell & Dunn, 2005).

The cognitive coaching approach encourages teachers to think about their own teaching
practices through metacognitive mechanisms within the context of a reflective environment within the
scope of acquiring new skills and enables teachers to plan and reflect to develop cognitive awareness
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(Smith, 1997; 2-4). Thus, cognitive coaching enables an important resource for teachers to develop
self-control skills as a superordinate concept encompassing self-monitoring, self-management and
self-modifying skills and in this sense, it provides an important resource for teachers to develop the
ability to control and monitor their behaviors and tendencies in order to set and achieve goals as
qualified and determined individuals. The cognitive coaching approach includes a cycle consisting of a
number of components to develop the teacher's self-control skills in the context of a reflective
environment and to create a framework for development areas such as critical thinking, critical
reflection, planning, and problem solving within the scope of metacognitive skills. The coaching cycle
helps coachees identify their own development areas by providing reflective practices through a series
of questions directed to the teacher by the cognitive coach and a carefully prepared training plan.
When the coached person identifies and becomes aware of his or her own strengths and weaknesses,
the possibility of developing and maintaining similar techniques increases. The cognitive coaching
cycle includes three main components: planning, observation, and reflective interviewing (Costa &
Garmston, 2002).

(i) Planning: Planning is the first stage of the coaching cycle, in other words, it is the pre-
observation interview. At this stage, the coach first asks the mentee a number of questions to
determine the possible outcomes expected at the end of the cognitive coaching training process, to
determine the goals, problems and needs, and to decide which approaches should be followed to
achieve the determined goals. The function of the questions asked in the planning phase is to enable
the teacher to decide on the behaviors to be observed during the lesson observation and to make
inferences about what kind of data will be collected during the observation in order to see the success
and suitability of the lesson planned to be observed for the purposes (Costa & Garmston, 2002).

(ii) Observation: Secondly, the observation phase focuses on collecting data about the
strengths of the targeted lesson or activity. The main purpose at this stage is to give the mentee the role
of both researcher and experimenter, helping him/her understand the meanings and functions
underlying the actions or inactions (Costa & Garmston, 2002). During the observation phase, it is very
important for the coach to collect data and avoid subjective attitudes in this process so that the coach
can see the strengths or weaknesses of the targeted task or lesson. While the coach is collecting
findings regarding the teaching behaviors determined in the planning interview during the observation,
data collection tools such as video recordings and audio recordings can be used to support the
professional and personal development of the teacher (Costa & Garmston, 1994).

(iii) Reflection Interview: Finally, in the reflection interview, the coach asks the mentee a
number of questions to help the mentee rethink and evaluate what happened in the lesson during the
observation. At this point, the coach wants the teacher to share his/her impressions and experiences
during the lesson observation in order to reveal in-depth evaluations about himself/herself. Thus, the
teacher is expected to compare whether the events during the lesson observation coincide with the
goals determined in the planning meeting. Afterwards, the teacher analyzes the individual learning
experiences gained during the observation and identifies new methods and techniques that he/she can
apply to his/her future teaching life (Costa & Garmston, 2002). At this stage, reflective feedback has
very important functions on the process and the teacher's performance. Because evaluating a teacher
without quality and qualified feedback can prevent the teacher from creating and achieving meaningful
goals for their own professional development. In this respect, effective feedback not only helps
teachers set and achieve new goals in their professional development, but also contributes to an
increased source of internal motivation and professional skills (Feeney, 2007: 192). As a result of this
coaching cycle, teachers have the opportunity to see and evaluate their self-reflection and organization
skills through their own behaviors and develop their self-efficacy perceptions (Bandura, 1993, 2006).

Self-efficacy is defined as an individual's belief in his or her ability to organize and execute a
plan of action to manage possible situations (Bandura, 1986). Teacher self-efficacy is the belief of
teachers about their individual and collective abilities to influence student learning (Klassen et al.,
2011). In other words, it is the belief system that teachers have about how much they can influence the
learning process and success of their students and how much difference they can make (Tschannen-
Moran, 2014: 128). When teachers feel little efficacy or realize that their perception of efficacy is low,
this can result in blame, hopelessness, and helplessness. However, studies on self-efficacy reveal that
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teachers with a strong and high sense of self-efficacy spend more energy on their work, can define
more interesting and different goals, and are highly motivated. In this respect, studies have shown that
teachers with a high sense of self-efficacy develop the ability to struggle and persist for a longer period
of time against obstacles to failure (Tschannen-Moran & Hoy, 2001: 786-788). In this context, it is
argued that teachers with a high sense of self-efficacy are more effective and successful in transferring
new methods and techniques and educational practices to the classroom environment, are more willing
to develop their educational skills, and are more focused on professional development as individuals
with a positive attitude (Edwards, 2015; Goker; 2017).

Studies on self-efficacy perception in the literature reveal that teacher self-efficacy perception
is a powerful structure that affects teachers' development, motivation, and teacher behaviors regarding
student outcomes. These studies show that high self-efficacy perception produces important results
within the framework of different variables such as student success, classroom management skills, and
motivation (Ashton & Webb, 1986; Coladarci, 1992; Hoy & Wollfolk, 1993; Hoy & Spero, 2005;
Ross, 1992; Tschannen-Moran et al., 1998; Tschannen-Moran & Hoy, 2001; Tschannen-Moran,
2014). Similarly, studies examining the relationship between cognitive coaching and teacher self-
efficacy perception reveal that cognitive coaching is an effective and functional source in the
development of teacher self-efficacy perception and that teachers experience gains related to
professional development, such as reflecting on their own teaching practices, adapting to the needs
arising from student differences, producing solutions, developing cognitive awareness and self-
management skills (Batt, 2010; Costa & Garmston, 2002; Joyce & Showers, 2002; Van Veen et al.,
2012; Von der Bengh et al., 2015). However, it is seen that there are not many studies in the Turkish
literature where cognitive coaching is applied to teachers in the context of reflective supervision and
the effects of its results on the development of teacher self-efficacy perceptions are examined (Goker,
2020; Goker & Uriin Goker, 2021). In other studies where cognitive coaching is discussed, the effects
of cognitive coaching on students and school administrators are examined (Bulut, 2009; Ceylan, 2011;
Demir, 2009; Demir & Doganay, 2010; Demir & Bal, 2011; Duman, 2013) and in this respect, it is
seen that the studies in the Turkish literature mainly focus on cognitive coaching to increase the
success of students and school administrators. Therefore, this study aims to shed light on the gap in the
Turkish literature and to support teachers by activating their cognitive processes through a cognitive
coaching approach. It is thought that this study will contribute to the literature as it will enable
teachers to realize and improve their self-efficacy levels by applying reflective teaching activities.

This research is based on the argument that teachers who received cognitive coaching training
developed a higher level of self-efficacy perception as individuals with a greater level of cognitive
awareness. In other words, this study suggests that teachers who receive cognitive coaching training
are the agents who can provide the most effective opportunities and achieve change for both
themselves and their students in a way that meets the requirements of innovative learning and teaching
environments that have emerged with Education 4.0. Because the changing focus of education towards
the learning process with Education 4.0 gives teachers a new identity and different areas of
responsibility as 'educational leaders' beyond the teaching role. In this respect, it is understood that
determining effective strategies to support the development of teachers through supervision practices
in order to achieve success in education is very important within the scope of the realization of the
leadership role of teachers (Slinger, 2004: 29-30). Therefore, it is thought that the cognitive coaching
approach has an important function as an effective supervision and professional development tool for
the development of teachers' leadership skills within the scope of Education 4.0, in helping teachers
exhibit behaviors that can easily adapt to the requirements of the age, in acquiring different practices
in teaching methods and techniques, in developing different professional attitudes, knowledge and
perspectives, in strengthening their planning and classroom management skills, and in becoming
innovative individuals focused on continuous development and change.

In short, the cognitive coaching approach, as one of the most effective and useful resources in
the professional development process, provides support to teachers in self-discovery and new
professional experiences by activating their cognitive processes such as problem solving, critical
thinking, and reflection (Costa & Garmston, 2002; Eger, 2006). In this respect, based on the idea that
cognitive coaching is an important approach in increasing teachers' perceptions of cognitive and
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emotional competence needed both in the acquisition of new teaching practices and in the professional
development process, the aim of this study is to reveal whether the cognitive coaching approach has an
impact on the self-efficacy development of English teachers and whether it creates an awareness of
their own professional development and experiences on a cognitive level, within the framework of
Costa and Garmston's (2014) Cognitive Coaching model.

In light of this information, it is thought that the cognitive coaching approach, which is the
main subject of this study, creates a rigorous and strong professional development context in order to
increase the effectiveness of teachers both at academic and behavioral levels and to develop their
cognitive and emotional competence levels. In this context, based on the fact that cognitive
development and teacher self-efficacy perception are interrelated, the problem situation of this
research reveals the effect of the cognitive coaching approach, which provides teachers with an
effective and efficient learning experience so that they can adapt to the rapid changes in the education
process, on the development of English teachers' self-efficacy perception levels. In this context, the
research questions that were determined and answered in relation to the purpose of the study were
determined as follows:

1. To what extent does cognitive coaching affect the development of English teachers'
perception of teacher self-efficacy as a whole?

2. To what extent does cognitive coaching contribute to the development of English teachers'
perception of self-efficacy in the context of (i) student engagement; (ii) instructional
strategies and (iii) classroom management?

Method

In this study, a mixed method was used as a research method, which includes both qualitative
and quantitative research methods and includes the collection, analysis and combination of qualitative
and quantitative data, thus allowing to present different solution methods in a holistic framework in
the process of seeking answers to the research questions. Within the scope of the purpose and
questions of this research, taking into account the collection of qualitative and quantitative data, the
timing of analysis and the type of data given weight, a simultaneous embedded mixed methods design
was used, which included the collection and analysis of quantitative and quantitative data at the same
time. In this context, through the simultaneous embedded mixed method, the results obtained
separately from the quantitative and qualitative components were combined and analyzed. In this
respect, it was aimed to make sense of possible inconsistencies related to each research problem by
placing emphasis on ensuring the verification, support or cross-validation of the findings, to ensure
that the results are based on the experiences of the participants, and to present the findings with a
holistic approach by presenting effective descriptions. On the other hand, this research, which treats
the cognitive coaching approach as a specific phenomenon, has a single group experimental design
based on a pre/post test design and is an attempt to reveal any possible effects on the development of
teachers' self-efficacy perceptions by examining the classroom teaching practices and skills of English
teachers before and after the implementation of cognitive coaching.

Study group

The target group of this research is English teachers. The research sample consists of 15
English teachers, 12 female and 3 male, between the ages of 24-43, who volunteered to participate in
the study and work at primary, secondary and high school levels in a private school in Canakkale in
the 2022-2023 academic year. The teachers who participated in the study were selected through
voluntary sampling method, but in the selection process, priority was given to the participant
teachers' closeness to the researcher and the environment in order to avoid any possible problems
during the cognitive coaching training and to facilitate the data collection process. In addition,
considering that both teacher and student needs will be shaped and differentiated according to the
level, different levels and different experience process variables have also been taken into account.
Thus, it is thought that the representative power of the sample is strengthened in order to make
accurate and effective inferences regarding the research results and to accurately define and reflect
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teacher needs and development areas. In addition, teachers who were asked to volunteer to
participate in the study were informed that, through cognitive coaching training, they would acquire
practices that would enable them to self-evaluate their teaching experiences, have the opportunity to
reflect on and develop their self-efficacy levels, and thus gain a great deal in developing and
changing their classroom teaching methods. Also, the necessary permission to conduct the research
was obtained from the school where the research took place.

Data Collection Tool

In this study, various qualitative and quantitative data collection tools were used in order to
present a holistic description of the cognitive coaching approach and the self-efficacy phenomenon
examined in the context of both qualitative and quantitative data. As a qualitative data collection tool
in the study;

(i) Cognitive coaching training evaluation form (CCTEF) prepared by the researcher and
applied to see the effect of cognitive coaching training on the development of English
teachers' self-efficacy perceptions and to measure their satisfaction with cognitive coaching
training;

(i1) Reflective diaries (RD) from teachers that enable teachers to think critically and reflect
deeply on teaching methods and techniques after class;

(iii) Video recordings (VR) of lessons from teachers as functional tools to capture and reflect
on every moment in the classroom environment;

(iv) Audio recordings (AR) of individual interviews with the coach, taken during the
interviews between the coach and the teacher within the scope of the training program,
were used.

The reason for the diversity of qualitative data collection tools is to be able to clearly
determine the views and opinions of teachers referring to the development points where consensus is
reached regarding the effectiveness of the training program and thus to be able to clearly evaluate the
data regarding the formation process of themes and codes. In this context, reflective diaries, audio
recordings of individual interviews with the coach, and the evaluation form are considered as powerful
data sources that reveal how and to what extent English teachers' self-efficacy perceptions are affected
by their experiences with (i) student engagement, (ii) instructional strategies, and (iii) classroom
management. Especially, reflective diaries contribute to improving one's self-awareness by enabling
the free transfer of consciousness and thus strengthening the teacher's memory through metacognitive
mechanisms (Richards & Lockhart, 1996). On the other hand, it is thought that video recordings of
lessons have an important function in creating and strengthening the database so that teachers can
develop a different perspective on themselves in the classroom environment and evaluate their
performance from an outside perspective and make effective and autonomous reflections.

In the study, the ‘Teacher Self-Efficacy Scale’ (TSES) (short form) (Tschannen-Moran &
Hoy, 2001) was used as a quantitative data collection tool to see and evaluate to what extent the
cognitive coaching process affects the self-efficacy levels of teachers and to analyze the validity of the
factors assumed to affect teacher self-efficacy perception in different educational contexts. TSES is
shaped around the assumption that teachers and prospective teachers will develop skills and
competencies that will produce more dynamic and autonomous situations in teaching. To measure the
validity of the scale, a pilot study was applied to 15 English teachers working in different schools in
Canakkale province between August 2022 and September 2022. In the pilot study, Cronbach's alpha
test was applied to measure the validity of TSES and the internal consistency coefficient of the scale
was found to be .75. According to Nunnally (1978) and DeVellis (2003), coefficients of .70 and above
are significant. Therefore, the validity coefficient measured for this study is consistent with the
coefficient stated and suggested by Nunnally (1978) and DeVellis (2003). In this study, a 14-week
cognitive coaching training program was used, which was developed by Goker (2017), based
generally on the reflective practice principles of Schon (1983), and applied by a cognitive coach to 15
English teachers participating in the study. Table 1 below shows the general scope of the 14-week
cognitive coaching training program and the timeline of the training program.
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Table 1. The timeline of the fourteen-week cognitive coaching training program

Stage Date Data collection
1 September-October, 2022 ¢ Quantitative data
(TSES) (pre-test)

e Qualitative data
-First video recordings (15 videos)

2 October-November, 2022 -15 hours of Cognitive Coaching training
¢ (Quantitative data
-Audio recordings
-Second video recordings (15 videos)

3 November-December, 2022 o Quantitative data (TSES (post- test)
e Qualitative data -CCTEF

Within the timeline shown in Table 1, a single case study group was created in the context of
the pre/post-test design of the study and data were collected through both quantitative and qualitative
methods during the cognitive coaching training process.

Data analysis

As mentioned before, a simultaneous embedded mixed methods design was used in this study.
First of all, SPSS 18 (Statistical Package for Social Sciences) was used to analyze the quantitative data
collected through pre-test and post-test results. Non-parametric Wilcoxon signed-rank test was applied
in the analysis of quantitative data. The Wilcoxon signed-rank test is a non-parametric statistical test
used to detect the before and after differences between variables in the same sample by calculating the
difference between the ranks of the variables (Biiytikoztiirk, 2019: 173-174). Since this study aimed to
compare the self-efficacy scores of 15 English teachers before and after the training, the non-
parametric Wilcoxon signed-rank test was used due to the small sample size and the dependency of the
groups. Thus, in order to test the significance of the difference between the scores in the two related
measurement sets and to reveal whether there is a significant difference between the self-efficacy
perceptions of English teachers before and after the cognitive coaching training, the data obtained after
the pre-test and post-test of the TSES applied before and after the cognitive coaching training were
analyzed with the Wilcoxon signed-rank test. On the other hand, in order to show whether the
differences between the pre-test and post-test results occurred randomly, the significance level was
determined as p<05 and the analyzes were examined in detail to describe the results. Table 2 below
shows the total quantitative data sources that constitute the database of the study.

Table 2. Total number of quantitative resources

Participants (teachers) N=15
Teacher self-efficacy scale (short form) 15 (30 pages)
Total 30 (pages)

In the qualitative data analysis process of the study, lesson video recordings, reflective diaries
kept by teachers, and the evaluation form in which teachers shared their thoughts on cognitive
coaching training were used.I n addition, audio recordings of the interviews between the coach and the
teacher were used in the qualitative database to see the effects of cognitive coaching training on
teacher self-efficacy perception, educational skills, teaching methods and techniques. Table 3 below
shows the total number of data for the qualitative database of the study.
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Tablo 3. Total number of qualitative resources

Participants (teachers) N=15

Lesson video recordings 30

Reflective diaries 15 (45 pages)
Cognitive coaching evaluation form 15 (45 pages)
Audio recordigs 30 (450 pages)
Total 90 (540 pages)

Firstly, as the first stage of the qualitative data analysis, within the scope of content analysis
(Patton, 2002), the reflective diaries and cognitive coaching training evaluation forms were read,
which included the thoughts shared by the English teachers regarding the development of their self-
efficacy perceptions in the context of cognitive coaching training (i) student engagement, (ii)
instructional strategies and (iii) classroom management, based on the three subscales included in
TSES. Then, the audio recordings of the interview sessions in which the reflective statements were
given, including the teacher, coach and researcher, were listened to and the necessary dialogues and
sharing were noted in detail to fully understand the content and identify the themes. In order to ensure
the reliability of the themes and codes based on the data sources, firstly three themes were created
based on the three subscales of TSES and then, based on the consensus reached as a result of the
interviews with the teachers and within the framework of the items included in TSES, certain codes
were tried to be determined. After completing the analysis of the dialogues and interactions in the
interview records, reflective diaries, and the content of the cognitive coaching training evaluation
form, themes and codes were classified by taking into account the similarities and differences patterns
within the scope of the TSES in relation to the purpose of the research.

Findings

In this study, which examines the relationship between cognitive coaching and teacher self-
efficacy, it is aimed to reveal how cognitive coaching can be used as an effective and powerful control
tool in the development of English teachers' self-efficacy perceptions and in gaining cognitive
awareness. For this purpose, firstly, within the scope of the first research question of the study, to what
extent the cognitive coaching approach affects the development of English teachers' self-efficacy
perceptions as a whole was examined. In this context, the quantitative findings obtained through the
TSES (short form) were analyzed and it was examined whether a statistically significant difference
was observed between the findings obtained through the pre/post test applied to English teachers
before and after the cognitive coaching training. The short form of the TSES developed by Tschannen-
Moran & Woolfolk Hoy (2001) examines and evaluates the phenomenon of teacher self-efficacy
within the scope of a total of 12 questions in the content of three subscale items: (i) student
engagement, (ii) instructional strategies and (iii) classroom management. In this context, in order to
analyze the extent to which cognitive coaching affects the self-efficacy perception of English teachers
as a whole, the scores and means of the three sub-scale items of the TSES were calculated and the
mean differences and significance values between the pre-test and post-test scores obtained are shown
in the table below.
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Table 4. Mean difference between pre/post test scores in the three subscales of TSES

Subscale Pre/Post-Test N Mean Rank Rank Score Z p
1 Negative Rank 0 .00 .00 -3416 .001
Student Positive Rank 15 8.00 120.00
Engagement Equal 0
Score 15
2 Negative Rank 0 .00 .00 -3.417 .001
Instructional Positive Rank 15 8.00 120.00
Strategies Equal 0
Score 15
3 Negative Rank 0 .00 .00 -3.419 .001
Classroom Positive Rank 15 8.00 120.00
Managenet Equal 0
Score 15
Arithmetic ~ Standard Mean 7 %
Mean Deviation  Differences P
Pre-test 61.33 16.25
Score Post-test 69,67 15.38 8.34 -3.408 .001
*p<.05

As shown in Table 4 above, the analysis results of the Wilcoxon signed-rank test reveal that
cognitive coaching has a strong effect on the self-efficacy perception scores of English teachers
measured in relation to each subscale item within the scope of the TSES (MD = 8.34, z=-3.408, p =
0.001). This difference in terms of mean ranks and total difference scores statistically supports the
functionality of cognitive coaching practice in the development of teacher self-efficacy perception. As
a result of the analysis, the post-test scores of English teachers whose self-efficacy levels increased
due to the effect of cognitive coaching training were significantly higher than the pre-test (MD =
8.34). In short, based on the quantitative findings, it is seen that there is a significant difference
between the self-efficacy perception levels of English teachers before the cognitive coaching training
and their self-efficacy perception levels after the training (z = -3.408; p < 0.05).

Within the scope of the second research question of the study, the extent to which cognitive
coaching affects the development of English teachers' self-efficacy perception in the context of three
subscales, namely (i) student engagement, (ii) instructional strategies and (iii) classroom management
skills, was first examined in the light of quantitative data. In this context, the effect of the cognitive
coaching approach on the development of teacher self-efficacy perception was discussed in the context
of the items of the three subscales of the TSES (short form), which was applied as a pre/post test. For
this purpose, firstly, the scores and weighted averages of each subscale were calculated to determine
the effect of the factors/questions included in each subscale item on the development of self-efficacy
perception. Afterwards, the qualitative findings obtained based on each of the three subscale items
were examined and a holistic analysis and description were presented. Firstly, the quantitative findings
regarding the development of teacher self-efficacy perception in the context of factors related to
student engagement were analyzed. Table 5 below presents the statistical results of the pre/post-test
Wilcoxon signed-rank test regarding the self-efficacy perception in student participation assessed in
four dimensions in the context of TSES.
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Table 5. Wilcoxon signed-rank test analysis of self-efficacy in student engagement

Item Pre/Post-test N  Mean Rank Rank Score Z p
2 Negative Rank 0 .00 .00 -3.447 .001
Positive Rank 15 8.00 120.00
Equal 0
Score 15
3 Negative Rank 0 .00 .00 -3.508 .000
Positive Rank 15 8.00 120.00
Equal 0
Score 15
4 Negative Rank 0 .00 .00 -3.455 .001
Positive Rank 15 8.00 120.00
Equal 0
Score 15
11 Negative Rank 0 .00 .00 -3.458 .001
Positive Rank 15 8.00 120.00
Equal 0
Score 15
Arithmetic ~ Standard Mean "
Mean Deviation Differences P
Pre-test 16.33 6.37
Score Post-test  26.87 437 10.54 -3.416 .001

*p<.05

As seen in Table 5, the results of the Wilcoxon signed-rank test analysis reveal that the
cognitive coaching approach measured by the TSES has a significant effect on the development of
teacher self-efficacy perception regarding student engagement (MD = 10.54, z = -3.416, p = 0.001).
The post-test scores of teacher self-efficacy levels regarding student engagement in cognitive coaching
practice are significantly higher than the pre-test (MD = 10.54). In this sense, the quantitative findings
obtained show that there is a significant difference between the self-efficacy levels of English teachers
regarding student engagement before the cognitive coaching training and their self-efficacy levels after
the training (z = -3.416; p < 0.05). When the findings obtained at the end of the analysis are examined,
it is seen that the development of self-efficacy perception in student engagement exhibits an equal
distribution with a ratio of 8.00 in total four items. According to these results, it is seen that teachers
have achieved a certain gain in terms of their own experience and professional life in the competence
acquisitions related to student engagement, which we evaluated in the dimensions of increasing the
interest of students with low interest (item 2), convincing the student that he/she will be successful in
school (item 3), helping the student understand the value of learning (item 4) and helping the student's
family to increase school success (item 11). Therefore, considering the significant difference between
the pre-test and post-test results applied in the cognitive coaching training process, it can be argued
that cognitive coaching is a powerful and effective control tool in the development of teacher self-
efficacy perception in the context of student engagement.

Secondly, the quantitative findings regarding the development of teacher self-efficacy
perception in the context of factors related to educational strategies were analyzed with the cognitive
coaching approach. Table 6 below presents the statistical results of the pre/post-test Wilcoxon signed-
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rank test regarding the perception of self-efficacy in educational strategies evaluated in four
dimensions in the context of TSES.

Table 6. Wilcoxon signed-rank test analysis of self-efficacy in instructional strategies

Item Pre/Post- test N  Mean Rank Rank Score Z p

5 Negative Rank 0 .00 .00 -3.442 .001
Positive Rank 15 8.00 120.00
Equal 0
Score 15

9 Negative Rank 0 .00 .00 -3.461 .001
Positive Rank 15 8.00 120.00
Equal 0
Score 15

10 Negative Rank 0 .00 .00 -3.501 .000
Positive Rank 15 8.00 120.00
Equal 0
Score 15

12 Negative Rank 0 .00 .00 -3.457 .001
Positive Rank 15 8.00 120.00
Equal 0
Score 15

Arithmetic Stan.da.rd . Mean 7 p*
Mean Deviation Differences
Pre-test 19.47 4.40
Score Post-test  31.13 277 11.66 -3.417 .001

*p<.05

As shown in Table 6 above, the analysis findings of the Wilcoxon signed-rank test reveal that
cognitive coaching has a significant effect on the development of teacher self-efficacy perception
regarding instructional strategies as measured by TSES (MD = 11.66, z = -3.417, p = 0.001). The
quantitative findings show that there is a statistically significant difference between the self-efficacy
levels of English teachers before the cognitive coaching training and their self-efficacy in instructional
strategies after the training (z = -3.417; p < 0.05). According to these data, it is seen that the post-test
scores of teachers who tried to increase their teacher self-efficacy levels regarding instructional
strategies were significantly higher than the pre-test (MD = 11.66).

When the findings obtained at the end of the analysis are examined, it is seen that the
development of self-efficacy perception in instructional strategies exhibits an equal distribution with a
ratio of 8.00 in total in four items. According to these findings, it is observed that English teachers
provide different gains in certain aspects of teaching methods and skills with cognitive coaching
training in terms of their self-efficacy acquisitions related to instructional strategies, which we
evaluated in terms of the extent to which teachers produce good questions for students (item 5), the
extent to which they use different assessment strategies (item 9), the extent to which they provide
different explanations and examples when students do not understand (item 10), and the extent to
which they apply alternative strategies to the classroom environment (item 12). Within the framework
of these scores, considering the significant difference between the pre-test and post-test analysis
findings applied in the cognitive coaching training process, it can be stated that cognitive coaching
training can be used as an effective tool for the development of teacher self-efficacy perception in the
context of instructional strategies.

Finally, the quantitative findings regarding the development of teacher self-efficacy perception
in the context of classroom management factors were analyzed with the cognitive coaching approach.
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Table 7 below presents the statistical results of the pre/post-test Wilcoxon signed-rank test evaluated
in four dimensions in the context of TSES.

Table 7. Wilcoxon signed-rank test analysis of self-efficacy in classroom management

Item Pre/Post- test N Mean Rank Rank Score Z p
| Negative Rank 0 .00 .00 -3.473 .001
Positive Rank 15 8.00 120.00
Equal 0
Score 15
6 Negative Rank 0 .00 .00 -3.416 .001
Positive Rank 4 7.50 105.00
Equal 1
Score 15
7 Negative Rank 0 .00 .00 -3.443 .001
Positive Rank 15 8.00 120.00
Equal 0
Score 15
8 Negative Rank 0 .00 .00 -3.447 .001
Positive Rank 15 8.00 120.00
Equal 0
Sccore 15
Arithmetic Standard Mean %
Mean Deviation  Differences P
Pre-test 17.53 5.78
Score Post- test  27.60 497 10.07 -3.419 .001

*p<.05

As seen in Table 7 above, the results of the Wilcoxon signed-rank test reveal that the cognitive
coaching approach has a strong effect on the development of teacher self-efficacy perception in
classroom management analyzed with TSES (MD = 10.07, z = -3.419, p = 0.001). According to the
findings, the post-test scores of teachers who tried to increase their self-efficacy levels regarding
classroom management skills were significantly higher than the pre-test (MD: 10.07). In this context,
within the scope of the statistical analysis conducted to answer the research question, it was clearly
revealed that there was a significant difference between the self-efficacy of English teachers in
classroom management before the cognitive coaching training and their competence levels after the
training (z = -3.419; p <0.05).

The findings obtained at the end of the analysis show that the development of the perception
of competence in classroom management exhibits an equal and high distribution with a mean rank of
8.00 in a total of three items. In this context, it is observed that English teachers experienced a
significant increase in the development of their self-efficacy perceptions regarding classroom
management, which we examined in terms of how much they can control disruptive behavior in the
classroom environment (item 1), how much they can calm down disruptive and noisy students (item
7), and how successfully they can establish a classroom management system with each group of
students (item 8), after the cognitive coaching training. This situation can be interpreted as the
participant teachers, who work at different levels and have different experiences and professional life,
produced solutions to the difficulties they experienced in the process of determining classroom rules
and transferring them to the real classroom environment with cognitive coaching training and were
able to build a classroom management system more successfully. Because during the fourteen-week
cognitive coaching training process, teachers were provided with a very comprehensive training that
included 15 hours of video recordings on effective classroom management skills, reflective interviews
with the coach, and presentations prepared by the coach.
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In terms of how effectively the teacher ensured that students adhered to classroom rules (item
6), it is observed that there is only a slight difference, with an average score of 7.50. However, this
difference is not substantial enough to create a meaningful distinction from the other related items.
The reason for this is that during the process of developing effective classroom management skills and
applying them in the classroom environment, a considerable amount of time was dedicated to creating
diverse materials or differentiating activities that cater to various learning models and interests of
students. This was done to ensure that students could remain engaged in the lesson without disrupting
its flow and to enable them to showcase their best performances during class. In summary, addressing
the research question in this context, considering the significant difference observed between the pre-
test and post-test results, it can be stated that the English teachers participating in the study were
successful in enhancing their classroom management skills. Additionally, cognitive coaching training
can be used as a supportive tool in the development of teachers' self-efficacy perceptions regarding
classroom management.

Finally, in order to summarize the quantitative findings related to the first and second research
questions, which are considered to be interrelated, the table below presents the results of the Wilcoxon
signed-rank test for the self-efficacy perceptions of teachers before and after cognitive coaching
training across the three subscales mentioned. Based on the statistically significant difference that
emerged between the pre-test and post-test results, it can be argued that the cognitive coaching
approach contributed to the development of teachers' self-efficacy perceptions within the scope of the
three subscales discussed in this research.

Tablo 8. Mean difference values between pre/post-test scores within the scope of TSES subscales

Scale Subscale Mean Difference P —value
TSES Student engagemet 10.54 .001
Insructional strategies 11.66 .001
Classroom managemen t 10.07 .001
*p<.05

As shown in Table 8, the results of the analysis of the Wilcoxon signed-rank test reveal that
cognitive coaching has a significant impact on teachers' perceptions of self-efficacy regarding each
subscale item measured within the context of the cognitive coaching (MD = 10.54, z = -3.416, p =
0.001). The findings presented in the table indicate that, as a result of cognitive coaching training,
English teachers' perceptions of self-efficacy concerning insructional strategies have improved
significantly. It can be inferred that the enhancement of insructional skills will assist teachers in
creating a classroom environment that facilitates the inclusion of all students, allows for the
differentiation of methods and techniques based on student diversity, and ultimately fosters a sense of
belonging among students. Of course, it is essential to recognize the interrelatedness of these three
dimensions, as student-centered teaching methods and techniques, effectively designed activities and
materials, as well as a well-managed classroom environment with clearly defined rules, should exhibit
continuity and coherence.

In order to evaluate the effect of the cognitive coaching approach on the development of
teacher self-efficacy perception in the light of qualitative findings, the findings obtained through
qualitative data collection sources CCEF, AR, VR and reflective diaries were examined. For this
purpose, firstly, the perception of self-efficacy within the scope of the TSES content was classified
into three sub-themes as (i) student engagement, (ii) insructional strategies and (iii) classroom
management. Then, in order to demonstrate the reliability of the codes, 12 codes were determined
based on qualitative data sources, taking into account the opinions of the teachers, the consensus
reached among the teachers, and the items included in TSES. Table 9 below provides a detailed
representation of the themes, codes and frequency of use, and exemplifies the qualitative findings to
support the codes identified for each of the three themes

For this purpose, the concept of self-efficacy within the context of the TSES was classified
into three sub-themes: (i) student engagement, (ii) insructional strategies, and (iii) classroom
management, along with 12 codes. Table 9 below presents a detailed depiction of the themes, codes,
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and data collection sources, along with illustrative qualitative findings that support the identified codes
for each of the three themes.

Tablo 9. Themes, codes and frequency of use regarding the development of teacher self-efficacy

Theme Code Frequency
Self-efficacy in - motivating students who show little interest in 2
student schoolwork and making them believe they can do it
engagement - increasing interest by taking into account student 7
differences 3
- helping students understand the value of learning
Total 12
Self-efficacy in -creating good questions for students 5
insructional -using different assessment strategies 5
strategies - providing alternative explanations and examples to 3
students who are confused
-applying different techniques in the classroom 6
- effective use of body language and voice 3
Total 22
Self-efficacy in - controlling disruptive behavior in the classroom 4
classroom - ensuring that students follow classroom rules 4
management - calming down a noisy or disruptive student 3
-establishing classroom management with each student 8
group
Total 19

Following the examination of the qualitative data sources presented in Table 9, which relate to
the three codes identified within the theme of self-efficacy acquisition in student engagement, it has
been observed that English teachers indicated that cognitive coaching positively contributed to self-
efficacy in student engagement. To better exemplify and explain this situation, various teacher
perspectives are provided below within the context of the three codes identified under this theme. For
instance, Teacher 1, in their reflective journal, emphasized the functionality of effective feedback in
motivating students who showed low interest in completing assignments and participating in class.
They articulated their thoughts as follows:

"l have seen that my students are more willing to participate actively in lessons and more
eager to complete the assignments I give, and that they put forth more effort to learn, thanks to
the effective feedback I utilized during the cognitive coaching training, which allowed me to
further activate and differentiate my approach. This realization taught me that I need to
provide different and creative feedback while considering student differences in my teaching
methods and techniques."

Similarly, Teacher 8 in the CCTEF emphasized the importance of differentiating teaching
methods and techniques, taking into account student differences, in order to increase the interest of
students who lack sufficient motivation at school:

"After watching the example lesson videos and presentations by cognitive coaches during the
cognitive coaching training, I gained significant insight into the area where [ struggled the
most in my teaching experience. The different activities I prepared and the various methods |
applied to enhance the motivation of students who do not actively participate in class were
very useful. I specifically observed how bringing together students with different learning
types in group work created interaction among them, which significantly increased their
interest. The sharing that took place among students in a group or pair work setting was truly
invaluable."

Teacher 11 also highlighted the importance of the moderate and guiding role displayed by the
teacher in strengthening students' beliefs in themselves and discovering the significance of learning in
the context of increasing student engagement in the CCTEF:
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"The most striking point [ noted in the videos I watched during the cognitive coaching
training, which I understood I should incorporate into my teaching methods, was the non-
persistent and non-intrusive guiding attitude exhibited by the teacher towards students with
low interest. The teacher’s approach of continuously asking questions to increase student
motivation and trying to maintain their interest by asking different questions, particularly
personalized ones, instead of insistently waiting for answers when they encounter a question
they cannot answer, not only fosters the student's belief in their abilities but also increases
their engagement. Consequently, my students began to recognize the importance of learning.
From this perspective, I realized that using this effectively in my lessons would not pose a
challenge.”

It is seen that the opinions that the English teachers who participated in the study reached a
consensus on regarding the development of their self-efficacy perceptions in student engagement after
cognitive coaching training are shaped in the context of various competence areas such as increasing
the motivation of students with low interest, taking into account the needs of students with different
intelligence types and preparing lesson plans, strengthening students' self-belief through the teacher's
constructive attitude in the classroom and ensuring that they understand the value of learning,
transferring different methods and techniques to the classroom environment by diversifying in-class
activities, and providing effective feedback to students to increase their success. In light of the
examples provided above, it is evident that, in general, the English teachers participating in the
research indicated that cognitive coaching is highly effective in the development of the perceptions of
self-efficacy in student engagement, thereby fostering awareness and competence in this regard.

Secondly, after examining the qualitative data sources related to the four codes identified
within the theme of self-efficacy acquisition in instructional strategies as shown in Table 9, it was
determined that English teachers noted that cognitive coaching significantly contributed to the
development of self-efficacy in instructional strategies. To better illustrate and elaborate on teachers'
development of self-efficacy in instructional strategies, various teacher expressions within the context
of the four codes identified under this theme are presented below. For instance, Teacher 13 reflected
on the importance of developing different questioning techniques by referencing the reality that each
student is an autonomous learner, considering the level differences among students:

"l realized that I needed to prepare my lesson plan more meticulously, thinking that each
student has different comprehension and learning levels. Because I learned that a lesson plan
prepared considering student diversity is crucial for the flow of the lesson and student
engagement. In this regard, I recognized that I must develop different questioning techniques
and use clearer instructions, taking into account that each student in the classroom is an
autonomous individual with different ways of learning and understanding.”

Teacher 9 also emphasized the necessity of developing different explanation and
exemplification strategies to assist students who struggle with comprehension in the CCTEF:

"At the end of the cognitive coaching training, I understood the importance of using different
explanation and exemplification techniques to manage situations arising from student level
differences and to ensure that the lesson is comprehensible for all students. From now on, [
need to continuously apply this technique in my lessons.”

Teacher 10 explained in the RD how helping students discover their own learning situations
impacts their learning process:

"I learned the effect of prompting students to think about their strong or challenging points
related to the topic for both their awareness of their own learning and their progress. In this
regard, I understood that the rating technique used to gauge the difficulty or ease of the topic
is very effective.”

The opinions that the English teachers who participated in the study reached a consensus on
regarding the development of their self-efficacy perceptions in instructional strategies after cognitive
coaching training show that they have made progress within the framework of different competence
areas such as understanding that different assessment strategies have an important function in students'
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participation in the lesson, discovering that the development of the ability to ask creative questions is
effective in making each student feel valued and increasing their motivation, using the technique of
using "imaginary reinforcement" as an educational strategy, giving examples to encourage each
student to participate in the lesson and developing different techniques and different assessment
strategies and thus helping students discover their own learning situations, and understanding that the
use of effective body language helps in attracting students' attention and increasing their motivation.In
summary, evaluating the impact of cognitive coaching on the development of teachers' perceptions of
self-efficacy in instructional strategies, it can be argued that cognitive coaching has a significant effect
on the development of teachers' perceptions of self-efficacy in their instructional strategies, thereby
leading to professional gains and awareness in this regard.

Lastly, after examining the qualitative data sources related to the four codes identified within
the theme of self-efficacy acquisition in classroom management as presented in Table 9, it has been
observed that English teachers indicated that cognitive coaching significantly contributed to their self-
efficacy in classroom management. To better exemplify and clarify the development of self-efficacy in
classroom management among teachers, various teacher perspectives extracted from reflective
journals and video recordings within the context of the four codes identified under this theme are
presented below. For instance, Teacher 14 pointed out in the reflective diary that having clear and
defined classroom rules is essential for managing noisy students and those who disrupt the flow of the
lesson, expressing this situation as follows:

"My greatest takeaway from the videos I watched during the cognitive coaching training
regarding acquiring competence in classroom management was the clear definition of
classroom rules. I think I need to improve in this area and establish clearer and more explicit
classroom rules to maintain order. Because the establishment of rules and students adhering
to them is quite impactful on the quality of the lesson. I also believe that rules are important
for preventing potential chaos in the classroom."”

Teacher 2 explained in the CCTEF her thoughts on the development of her perception of
competence in controlling disruptive behaviors in the classroom:

"I understood through the videos I watched during the training that developing competence in
classroom management is crucial for creating an effective classroom environment. At this
point, I learned that I need to be more attentive and strict in warning students who exhibit
disruptive behaviors, disrupt the flow of the lesson, and are inclined to talk during class. 1
realized that I could apply techniques such as changing seats and communicating one-on-one
with students who talk during class to discuss why they are doing so and the negative impacts
it has on them."

Teacher 9 expressed in the RD the importance of the teacher's stance in ensuring students
adhere to classroom rules and controlling disruptive behaviors:

"l understood from today’s training videos that the teacher's attitude and body language are
very important in managing the classroom. Of course, creating a moderate and flexible
classroom environment is important for ensuring students actively participate in class, but |
believe the first thing students notice is how the teacher behaves and what stance they take
when the order of the lesson is disrupted. Therefore, I realized that I need to develop a more
upright and strict stance towards students who disrupt the class order. I also observed that
even if it is very rare, the use of the native language by the teacher instead of the target
language while addressing students can have a greater impact on helping them regain focus."

It is observed that the common thoughts of the English teachers participating in the study
regarding the development of their self-efficacy perceptions in classroom management after the
cognitive coaching training are shaped around different competence and development areas such as
using teacher posture more effectively and establishing eye contact more frequently in the process of
preventing disruptive behaviors in classroom management and maintaining classroom order, thus
strengthening classroom management and ensuring both student compliance with the rules and
increasing the achievement of the course objectives, preventing potential problematic situations in the
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classroom by providing effective classroom management or offering effective solutions to problems,
and increasing student success by establishing teacher authority in the classroom. In this sense, based
on the qualitative findings derived from the teacher perspectives regarding self-efficacy acquisition in
classroom management, it can be asserted that cognitive coaching plays a significant role in the
development of English teachers' perceptions of self-efficacy in classroom management. In this
context, cognitive coaching training has been observed to provide teachers with cognitive awareness
across various contexts.

In summary, when the qualitative findings obtained to answer the second research question are
evaluated, it is observed that cognitive coaching training is quite effective in the development of
teachers' self-efficacy perceptions as a whole and, in parallel with the quantitative findings, the
development of the highest level of self-efficacy perception is within the scope of insructional skills.
Therefore, in line with the purpose of the cognitive coaching approach, it is observed that the cognitive
coaching training implemented within the scope of this research produces effective results in the
development of teachers' metacognitive skills and the acquisition of cognitive awareness. Thus, it can
be stated that cognitive coaching is an effective source in the development of teachers' overall self-
efficacy perception by contributing to the development of their self-management, self-monitoring and
self-modifying skills. As a conclusion, it is evident that cognitive coaching is a powerful resource in
helping English teachers discover their existing knowledge and internal resources, develop reflective
skills and reflective practices in utilizing that knowledge and resources, and ultimately increase their
perceptions of self-efficacy related to regulating, controlling, observing, and managing their cognitive
skills.

Discussion, Conclusion and Suggestions

From the perspective of achieving success in education and realizing educational goals, the
importance of supporting teachers' professional development is emphasized. In this study, focusing on
cognitive coaching as one of the innovative reflective supervision practices under the purview of
teacher oversight within the context of Education 4.0, the research aimed to explore whether the
cognitive coaching approach can be effectively utilized as a resource for the development of teachers'
perceptions of self-efficacy. The rapid changes and transformations emerging in today’s educational
system have unveiled the expanding responsibility areas of teachers within the classroom
environment, bringing forth innovations that instill a leadership identity in teachers beyond their
teaching role. In this context, it has become essential to support teachers ’professional development
through practices that are far removed from suppression and judgment, allowing them to enhance their
teaching, classroom planning, educational, and managerial skills. This research also aims to shed light
on how teachers can positively influence their perceptions and behaviors through cognitive coaching
training, thereby strengthening their roles as educational leaders within the classroom.

Initially, when examining the quantitative results concerning the extent to which cognitive
coaching training has affected the development of English teachers' perceptions of self-efficacy, it has
been concluded that cognitive coaching has a strong impact on the development of teachers' self-
efficacy perceptions. The significant difference observed between the pre-test and post-test results
supports the conclusion that the cognitive coaching approach serves as an effective supervisory tool in
the development of teachers' self-efficacy perceptions. In numerous studies, coaching practices have
been implemented as a professional development strategy embedded within teaching practices, aimed
at fostering quality and effective teaching practices and supporting teachers’ instructional skills. The
findings support the fact that the cognitive coaching approach, which is the main subject of this study,
produces effective and significant results in the development of knowledge and skills in the teaching
process of teachers, in experiencing cognitive awareness in all stages of this process such as planning,
teaching, analysis and implementation, and in developing their self-efficacy perceptions both
holistically and in the context of three sub-themes: student engagement, insructional strategies and
classroom management.

Subsequently, the quantitative and qualitative results related to the second research question
examined in conjunction with the research question reveal that the cognitive coaching approach has
effective outcomes on the development of teachers’ self-efficacy perceptions in three areas: (i) student
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engagement, (ii) instructional strategies, and (iii) classroom management. Particularly based on
qualitative data derived from teacher perspectives, the findings of this study align with the definitions
and objectives outlined by Costa and Garmston (2002) regarding the cognitive coaching approach.
Costa and Garmston (2002) articulated that the primary purpose of cognitive coaching is to enhance
teachers' self-efficacy perceptions and effectiveness, facilitating teachers' awareness, increasing their
appreciation, enriching their knowledge of teaching methods and techniques, and enabling the
development of (i) self-monitoring, (ii) self-management, and (iii) self-modifying skills. In this
context, depending on the content and purpose of Costa and Gramston's (2002) cognitive coaching
approach, this research also reveals, in the context of quantitative and qualitative results, that cognitive
coaching training provides significant gains in the development of English teachers' self-monitoring,
self-management and self-modifying skills, and as a result, has a strong and effective function in the
development of their self-efficacy perceptions. At the end of the study, the increase observed in the
development of self-efficacy perception, especially within the scope of instructional skills, can be
interpreted as the need to increase their professional competence and teaching skills in the context of
variables such as transferring new methods and techniques into the classroom environment, preparing
lesson plans and developing materials by taking into account student differences, and making lesson
presentations to increase student interest, since the average experience of the participating English
teachers being 6 years.

Similarly, studies in the literature examining the impact of cognitive coaching on teachers'
perceptions of self-efficacy also indicate that teachers experienced a significant increase in their self-
efficacy levels, demonstrating both professional and personal development through reflective
discussions, becoming more effective in using metacognitive skills and providing reflective feedback,
and thus engaging in self-development (Baker, 2008; Diaz, 2013; Edwards et al., 1998; Evans, 2005;
Gibson & Dembo, 1984; Lee, 2008; Loeschen, 2012; Maginnis, 2009). In addition to these studies,
other research examining cognitive coaching and teachers' perceptions of self-efficacy has shown the
significant outcomes of the cognitive coaching approach in providing opportunities for teachers to
reflect deeply on their teaching experiences and practices, leading to permanent changes and gains in
cognitive awareness through the activation of teachers’ cognitive processes and consequently
enhancing their perceptions of self-efficacy (Alicea, 2014; Brooks, 2000; Burnet, 2015; Corter &
Francis, 2001; Costa & Garmston, 2002; Edwards & Newton, 1995; Eger, 2006; Ellison & Hayes,
2009; Gonzalez Del Castillo, 2015; Goker, 2012; Goker, 2020; Maskey, 2009). In this regard, similar
to other coaching approaches, the cognitive coaching approach draws attention to the perceptions and
beliefs that influence teachers' decisions and serves as a tool for developing teachers' self-efficacy
perceptions, self-regulation mechanisms, and educational skills. The results obtained in this study
align with the outcomes of previous research.

Furthermore, the results obtained can also be linked to Hoy (1998), who associated the
development of teachers' self-efficacy perceptions with their reflections. Hoy posited that self-efficacy
leads to significant outputs in terms of strategizing and developing solutions to difficulties or problems
faced by students in their learning processes and creating strong resources for classroom motivation
and behaviors. In this regard, the development of English teachers' perceptions of self-efficacy
concerning their teaching processes and experiences, facilitated by the cognitive coaching training
implemented in this study, has yielded significant results regarding the increase in student success,
interest, and motivation in the context of student engagement, as well as in educational strategies, such
as planning, goal-setting, utilizing and developing new techniques and methods, and classroom
management, including stress management, problem-solving, and generating solutions.

Moreover, the results obtained regarding the development of teachers' perceptions of self-
efficacy in this study also align with the four expectation dimensions identified by Bandura (1997)
regarding the concept of self-efficacy. Bandura (1997) evaluates the concept of self-efficacy through
four dimensions: (i) mastery experiences, (ii) vicarious experiences, (iii) verbal persuasion, and (iv)
emotional and psychological states. When examining the impact of cognitive coaching on teachers'
self-efficacy acquisition within these four dimensions, it becomes evident that developments in self-
efficacy in student engagement and educational strategies are linked to mastery and vicarious
experiences. Mastery experiences contribute to teachers ’educational skills in raising student success
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and motivation, generating solutions to failures in the learning process, uncovering student creativity,
and fostering belief in their capabilities, ultimately resulting in an increase in self-efficacy perceptions
(Bandura, 1997). Vicarious experiences, gained through observing individuals and teaching practices,
correlate with the results achieved through the targeted activities, such as group work and paired work,
where student success and interest, as well as confidence in their capabilities, are observed (Bandura,
1997). Consequently, the findings in this study regarding cognitive coaching's impact on self-efficacy
acquisition in student engagement and educational strategies reflect Bandura's (1997) concepts of
mastery and vicarious experiences, particularly concerning motivating students who exhibit low
interest, building students' belief in their abilities, helping them value learning, and planning diverse
activities addressing student differences. Additionally, the use of verbal persuasion, as described by
Bandura (1997), aligns with the development of self-efficacy in educational strategies that involve
generating good questions for students, employing different assessment strategies, and presenting
alternative explanations and examples for students experiencing confusion. Finally, the experiences of
adjustment within the context of psychological and emotional states articulated by Bandura (1997) are
identified with the development of teachers' self-efficacy perceptions regarding classroom
management, particularly in controlling disruptive behaviors, calming disruptive students, and
establishing order within the classroom. This is due to the fact that adjustment experiences arise as a
result of psychological and emotional arousal, which is associated with whether or not feelings of
competency or incompetency are experienced, thereby relating to anxiety, stress, or excitement
perceptions.

When considering the importance of cognitive coaching and the development of teachers' self-
efficacy perceptions within the context of Education 4.0, it becomes evident that the new duties and
responsibilities defined for teachers as a result of innovative and leadership-based learning and
teaching environments proposed by Education 4.0 necessitate the cognitive development and
enhancement of teachers' self-efficacy perceptions. In this regard, it is stated that teachers with high
self-efficacy perceptions and cognitive development are the most effective agents in adapting to the
changes and transformations emerging in both digital and physical contexts and in successfully
fulfilling their new responsibilities, thereby seizing innovative learning opportunities for themselves
and their students as demanded by Education 4.0 (Goker & Uriin Goker, 2021: 875). This study also
observed that through cognitive coaching training, the role and impact of metacognitive mechanisms
in facilitating the teaching process led to teachers experiencing metacognitive awareness both
personally and professionally, ultimately resulting in the development of their self-efficacy
perceptions, thus acquiring the teacher image expected in the innovative age.

In summary, it has been observed that teachers with high self-efficacy perceptions develop
positive professional attitudes and perceptions in various contexts, and in this sense, they exhibit
behaviors such as willingness, consistency, and responsibility, contributing to the attainment of
desired student outcomes and enhancing student success and motivation through strong and effective
performances and practices, as seen in both previous studies and this research. Consequently, this
research has reached the conclusion that cognitive coaching training, which facilitates teachers'
awareness of their metacognitive processes, is highly effective in the development of teachers'
perceptions of self-efficacy. Additionally, the cognitive coaching approach has significant impacts on
the enhancement of teachers' self-efficacy perceptions and educational skills, leading to improvements
and new experiences in both their personal and professional lives.

In conclusion, it has been demonstrated that the cognitive coaching approach yields significant
outcomes in the context of student engagement, enhancing student success, interest, and motivation, as
well as in educational strategies related to planning, goal-setting, and the use of new techniques and
methods, and in classroom management concerning stress management, problem-solving, and
generating solutions. In this regard, cognitive coaching can be seen as a catalyst that assists teachers in
developing their cognitive skills to analyze and evaluate their teaching practices.

This study is believed to provide a foundation for English teachers to assess their beliefs and
capabilities regarding their adherence to the educational programs and content they utilize in their
teaching contexts and to foster development in their teaching methods and techniques. However, while
the results obtained at the end of this study provide significant insights for English teachers, they must
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also be evaluated within the limitations and sample size of this study. In this regard, considering its
potential contribution to the literature, it is recommended that future studies on cognitive coaching
develop a cognitive coaching training program that can be implemented with a larger sample size and
a longer duration or stages to gain a broader perspective on the development of English teachers'
perceptions of self-efficacy and educational skills. Subsequently, there may be a need for different
studies to measure the effectiveness of the cognitive coaching approach on teachers working in various
fields and to analyze specific changes related to different subject areas, thereby yielding more efficient
results. In addition, studies may be needed to develop different data collection tools to reveal the
change and awareness experienced by teachers who receive cognitive coaching training on the
cognitive plane and its reflection on their own educational skills and teaching practices, and to present
descriptions from different perspectives.
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Ingilizce Ogretmenlerinin Oz-Yeterlik Algilarinin Bilissel Kocluk
Yaklasimi Kapsaminda incelenmesi!

Ceyda PILEVNE?, Siileyman Davut GOKER?

Oz Anahtar Kelimeler
Diinyada yasanan hizli doniisimler, egitimin amacini, kendi 0Ogrenme Bilissel Kogluk
siireglerini yaratabilen ve kendi 6grenme siirecinin sorumlulugunu alabilen Oz-yeterlik
bireyler yetistirmek olarak yeniden bigimlendirmistir. Bu noktada egitimin Denetim Yaklagimlari

degisen odagi, 6gretmenlere farklilasan rol ve sorumluluklar tanimlamis ve
Ogretmenlere Ogretmenlik roliiniin Otesinde bir ‘egitim lideri” kimligi
yiiklemigtir. Bu baglamda, 6gretmenlerin yaganan degisimlere uyum saglamasi
icin egitsel becerilerinin gelistirilmesine olanak taniyan c¢agdas denetim

Mesleki Gelisim
Bilissel Beceri

uygulamalariyla desteklenmesi oldukca 6nemli hale gelmistir. Bu ¢ercevede, bu Makale Hakkinda
calismada bilissel kocluk yaklasimina odaklanilmis ve mesleki gelisim aract

olarak biligsel kogluk yaklasiminmn, Ingilizce Ogretmenlerinin &z-yeterlik Gonderim Tarihi: 26.03.2025
algilariin gelisimine bir etkisi olup olmadigini ortaya koymak amaglanmistir. Kabul Tarihi: 18.07.2025
Bu amag¢ dogrultusunda, hazirlanan on doért haftalik Biligsel Kogluk egitim E-Yayin Tarihi: 31.08.2025

programi, Canakkale ilinde bir 6zel okulda farkli kademelerde calisan on bes
Ingilizce 6gretmenine Eyliil-Aralik 2022 tarihleri arasinda uygulanmigtir. Bu
aragtirma on/son test tasarimina dayanan bir tek vaka ¢alismasidir ve aragtirma
yontemi olarak hem nitel hem nicel analizi igeren i¢ ice gegmis karma yontem
kullanilmistir. Caligmanin veri tabani, nicel veri toplama araci olarak kullanilan
Ogretmen Oz-Yeterlik Olgegi (kisa form) ve nitel veri toplama araci olarak
kullanilan yansitict gilinliikler, kogla yapilan bireysel goriismelerin ses kayitlari,
her bir 6gretmenden egitim Oncesi ve sonrasi alinan ders video kayitlart ve
biligsel ko¢luk egitimi degerlendirme formu ile elde edilen veriler araciligiyla
yapilandirilmistir.  Arastirmanin  sonuglari, biligsel kogluk  egitiminin
ogretmenlerin 6z-yeterlik algilarinin artmasinda onemli etkisi oldugunu ve bu
baglamda Dbiligsel kocluk yaklagimmin islevsel bir arag olarak
kullanilabilecegini ortaya koymaktadir.
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Giris

Diinyada yasanan degisim ve doniisiimler sonucunda ortaya g¢ikan ve bilgi ile biitlinlesen,
Egitim 4.0 olarak adlandirilan yenilik ¢ag, egitimsel olgularda ve baglamlarda hem &gretmenler hem
de ogrenciler icin yeni rol ve sorumluluk alanlari tanimlamistir. Ogrenci merkezli yeniliklerin
vurgulandigt bu doénemde, toplumun degisen ihtiyaclarina cevap verebilmek admna 6grencilerin
elestirel diistinme, problem ¢dzme, analiz etme, ¢ikarimda bulunma gibi biligsel diigiinme siireclerini
etkili bir bicimde edinmeleri ve kullanim becerisi geligtirmeleri gerekmektedir. Bu baglamda ¢agin
gerektirdigi s6z konusu doniigiimlere uyum saglayabilmek amaciyla hedeflenen insan giiciiniin
yetistirilmesi slirecinde oOgretmenler icin yeni rol ve sorumluluk alanlarmmin tanimlandigi
goriilmektedir. Dolayisiyla 6gretmenlerin bir egitim lideri olarak yeni bir kimlik insa etmeleri ve
tistlenmeleri olduk¢a onemli hale gelmektedir. Bu durum, yenilik¢i cagda, egitim alaninda yiiksek 6z-
yeterlik algisina sahip ve degisime kolay uyum saglayan esnek Ogretmenler yaratmak, dersleri ve
miifredatt Ogrencilerin 1ilgisi ¢ekecek bicimde ve Ogrenci farkliliklarina gore yapilandirmak,
ogrencilerin 6grenme siirecinde hata yapmalarina, risk almalarma ve soru sormalarina olanak tantyan

olumlu 6grenme ortamini saglamak gibi bir takim yenilik temelli degisimlerin yasanmasi anlamina
gelmektedir (Pilevne, 2024).

Egitim 4.0 yaklagimmin egitimsel ortam ve baglamlarda yarattig1 s6z konusu degisim ve
yenilikleri gerceklestirmek icin ¢agdas denetim yaklasimlarinin oldukca 6n plana ¢iktig belirtilebilir.
Dolayistyla etkili 6gretmen mesleki gelisim uygulamalar1 gelistirilerek denetim yaklagimlarinin
Ogretmenler tarafindan edinimi ve iglevselliginin farkina varilmasi olduk¢a 6nemli hale gelmektedir.
Egitim 4.0 baglaminda, 6grenme ydnetimi lizerine evrilen egitim odagi, rekabetgi ve yenilikci
bireylerin yetistirilmesi silirecinde, toplumsal ve ekonomik alanda yasanan degisikliklere cevap
verebilmek adina 6gretmenler icin yeni bir miicadele ve sorumluluk alanmi ortaya cikarmaktadir
(Puncreobutr, 2016: 92-93). Bunu gergeklestirmek igin, Ogretmene Ogretme pratiklerinde 06z
degerlendirme yapabilme olanagi taniyan yansitici denetim uygulamalarin 6grenme ydnetimine
uygulanmas1 gerekmektedir (Goker, 2017:4). Ciinkii 6gretmenler, kendi Ogretim pratiklerini
onemsedikleri siirece mesleki anlamda gelisim gosterebilirler. Bu agidan, 6gretmenlerin, kendi yeterlik
ve etkililiklerini arttirmasi, planlama becerilerini gelistirmesi, diisiinme siireclerini ve davraniglarin
iyl tanimlamasi, egitim alaninda yasanan degisimlere paralel olarak yapilandirmaci yaklasimla beraber
egitimde odak nokta haline gelen ‘Ggrenme’ siirecinin zorunlu sonucu niteligi olarak diistiniilebilir
(Kaya ve Demir, 2014: 67). Bu anlamda, egitim siirecinde bireyleri bagimsiz, 6zerk Ogrenen
konumuna getiren temel 6ge olan 6gretmenlerin egitiminin giderek dnemli hala geldigi belirtilebilir.

Bu  bilgiler 1s1ginda, rol ve iligkilerin yeniden yapilandirildigi yansitict denetim
uygulamalarinin, 6gretmenin edilgen konumda oldugu ve hiyerarsik yapinin denetim siirecinde kati bir
bicimde sekillendigi geleneksel denetim anlayisinin yeniden kavramsallastirilmasina olanak tanidigi
ileri stirtilebilir (Goker, 2017:4). Denetim anlayisinda bir degisim araci olarak goriilen yansitict
denetim yaklagimlari, farkli egitimsel baglamlarda farkli yontemler ve uygulamalar araciligiyla
uygulanabilir (Hatton ve Smith, 1995). Bu calismada ise 6gretmenleri hedef belirleyebilen, basari
gostergelerini tanimlayabilen, uygun oOgretim stratejilerini secebilen ve onlar1 kendi Ogretim
yasantilarina yansitabilen uygulayicilar olmasina olanak taniyan bir denetim araci olarak biligsel
kocluk yaklagimina odaklanilmis ve 6gretmen denetiminde yenilik¢i bir denetim uygulamasi olarak
biligsel kocluk yaklasiminin, egitimsel baglamlarda 6gretmen 6z-yeterlik algisinin gelisiminde bir
kaynak olarak nasil uygulanabilecegi incelenmistir. Arastirma kapsaminda 6z-yeterlik olgusu (i)
ogrenci katilmi, (ii) egitsel stratejiler ve (iii) sinif yonetimi olmak {izere toplam ii¢ alt Olgek
boyutunda ele almmus ve bilissel kogluk yaklasiminin ingilizce dgretmenlerinin 6z-yeterlik algismin
gelisimine etkisi s6z konusu ii¢ alt 6l¢cek baglaminda aragtirilmastir.

Biligsel kogluk, 6gretme siirecinde dgretmenin farkindalik kazanmasini, kendi begenisini
arttirmasini, 0gretim yontem ve stratejilerine iligkin bilgilenmesini ve kendi kendini kontrol etme
mekanizmasi gelistirmesine aracilik etmektedir (Costa ve Garmston, 2002). Ogretmen egitiminde,
Ozellikle diistinme becerilerinin edinim siirecine kurumsal ¢ergceve saglayan biligsel kocluk,
ogretmenlerin bilissel farkindalik ve yansitici diisiinme becerilerini gelistirilmesinde 6nemli bir etkiye
sahiptir (Demir ve Doganay, 2009: 717). Yapilandirmaci kuram baglaminda bilissel kogluk, elestiri ve
yargl icermeyen, gelisimsel, yansitict ve en iyi 6grenme pratiklerini tesvik etmeyi hedefleyen bir
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model olarak, 6gretmenler arasinda daha fazla dayanisma ve isbirligine aracilik etmesinin yani sira
ogretmenlerin kendi mesleki yasamlarinda diisiinme ve yansitma becerilerinin etkin bir bigimde
kullanilmasina da katki saglamaktadir (Costa ve Garmston, 2014).

Bilissel kocluk, planli, amag¢ yonelimli kogluk goriismeleri araciligiyla 6gretmenlerin bilissel
etkinliklerinin gelistirilmesine ve yiikseltilmesine odaklanan ve teorik temelleri olan bir yaklagimdir
(Costa ve Garmston, 2002). Bilissel koc¢lugun teorik yapis1 Bandura’nin 6z-yeterlik, Koestler’in
holonomi diisiincesi, Jungs’in bireysellesme ilkesi, Moslow ve Roger’in hiimanist psikoloji kuramu,
dilbilim ve norodilbilimden etkilenmekle birlikte, teorik temelleri bilissel kog¢luk merkezinin
caligmalarma, Vygotsky’nin toplum yapilandirmact kuramina, Dewey’in yapisalct kuramina
dayanmaktadir (Maskey, 2009). Yapilandirmaci yaklagimlar, bilginin siirekli ve toplumsal olarak
yapilandirildigi bu agidan da bireyin cevresiyle olan etkilesimi sonucu bilginin bireyin kendisi
tarafindan insa edildigi ve anlamlandirildig:i siirece dayanmaktadir. Dolayisiyla yapilandirmaci
yaklagim, bilginin yapilandirilma ve anlamlandirma siirecinde kigisel deneyimlerin ne kadar etkili
olduguna gonderimde bulunmaktadir (Knowles vd., 2005; Lambert, 2002; Wenger, 1998). Buradan
yola cikarak, biligsel kogluk yaklasiminin, kogluk goriismeleri ve kocluk pratikleri araciligiyla
Ogretmenlere sosyal etkilesim baglaminda kendi kigisel 0grenmelerini gerceklestirdikleri siireci
yansittig1 6ngoriilebilir. Clinkii 6gretmenler kogluk siirecinde bir 6grenme toplulugunun {iyesi olarak
kimlik insa etmekte ve bunun sonucunda etkilesim, dayanigsma ve isbirligi ¢ercevesinde bilgiyi i¢inde
olduklar1 toplumsal ¢evrede siirekli bicimde yapilandirmaktadir (Chan ve Pang, 2006).

Biligsel kocluk uygulamasinin temel amaci, 6gretmen 6z-yeterlik ve etkililiginin arttirilmasi
ve bu anlamda yiiksek biligsel yeteneklere sahip, kendi kendini denetleyebilen, kontrol edebilen ve
biligsel farkindaligini olusturarak kendi gelisim ve degisim alanlarin1 tanimlayabilen, 6zerk bireyler
yaratmaktadir. Bu noktada bilissel kocluk yaklagimi, 6gretmenin (i) 6z- gozetim, (ii) 6z-yOnetim ve
(iii) 6z-degisim becerilerini gelistirmesinde dnemli ve giiglii bir kaynaktir (Costa ve Garmston, 2002:
127). Oz-gdzetim, yerinde yansitmalarda bulunma yetenegi ve plani genisletmek veya daraltmak i¢in
dogru kararlar alma yetenegi olarak agiklanmaktadir. Oz-y&netim, stratejik planlama yapma, basari
gostergelerini tahmin etme ve ge¢mis deneyimlere dayanarak sonug¢ c¢ikarma yetenegini ifade
etmektedir. Oz-degisim ise gegmis deneyimleri degerlendirme, analiz etme ve anlam olusturma ve
sonrasinda elde edilen kazanimlar1 gelecek deneyimlere uygulama becerisi olarak tanimlanmaktadir
(Costa ve Garmston, 2002). Bu kapsamda, s6z konusu ii¢ beceri baglaminda biligsel kogluk yaklagimi,
Ogretmenlerin davraniglarini degil algisini, diisiinme siire¢lerini, inan¢ ve tutumlarini degistirmeyi
amaglamakta ve boylece 6gretmenlerin kendi uygulamalarinda gelistirmesi gereken alanlar1 bagimsiz
olarak kesfetmelerine ve s6z konusu alanlara iliskin olarak kendi gereksinimleri baglaminda
uzmanlagmaya aracilik etmektedir (Knowles ve Swanson, 2011).

Bu baglamda biligsel kogluk yaklagimi, iistbiligsel siireclerin harekete gegirilerek bireyin kendi
biligsel siireclerini gézlemlemesi, yansitmasi ve deneyimlemesine aracilik eden iistbiligsel gozetim
siirecini igermekte ve bireyin gbzlem siirecinin ¢iktilarina iligkin verdigi bilingli ve bilingsiz kararlari
uistbilissel kontrol mekanizmasiyla denetlemesine olanak tanimaktadir (Perfect ve Schwarts 2002: 4).
Bilissel kocluk, elestirel diisiinme, planlama, 6gretme, gozden gegirme, yansitma, denetleme, yeni
yontem ve teknikleri kullanma gibi {stbiligsel kontrol mekanizmalarinin gelisimine dayanarak,
Ogretmenin Ogretim siirecini ve pratigini ¢evreleyen diisiince siireglerine odaklanmasina yardimct olan
biligsel farkindaligin gelisimini destekleyen bilissel farkindalik stratejilerini icermektedir (Costa ve
Garmston, 2002). Bilissel kogluk yaklasiminin amacina iligkin olarak biligsel farkindalik ve biligsel
farkindalik stratejilerinin, kendine deger vermek, sahip olunan bilgi ve yeteneklerin farkinda olmak,
motivasyon ve beceri gelistirmek gibi silireclerde oldukca etkili sonuglar ortaya koydugu
goriilmektedir (Louca, 2003: 10). Bilissel farkindalik stratejilerinin biligsel kogluk egitimi kapsaminda
gelisiminin arastirildigr ¢alismalar, 6gretmenin diisiinme ve 6gretim siireglerinde basarilarinin arttigini
ve Oz-denetim siireclerini daha etkin gerceklestirebildigini ortaya koymaktadir (Bloom vd., 2003;
Costa, 1984; Costa ve Kallick, 2004; Garmston vd., 1993; Showers, 1985; Waddell ve Dunn, 2005).

Bilissel kogluk yaklasimi, yansitict ortam baglaminda 6gretmenleri yeni becerilerin edinilmesi
kapsaminda kendi 6gretim pratikleri hakkinda iist biligsel mekanizmalar aracilifiyla diislinmeye tesvik
etmekte ve Ogretmenlerin bilissel farkindalik gelistirmelerine yonelik planlama ve yansitma
yapmalaria olanak tanimaktadir (Smith, 1997; 2-4). Boylece biligsel kogluk, 6gretmenlerin 6z-

169



Ceyda PILEVNE, Siileyman
Egitim Kuram ve Uygulama Arastirmalar: Dergisi 2025, Cilt 11, Say1 2, 167-189 Davut GOKER

gdzetim, 0z-yonetim ve 6z-degisim becerilerini kapsayan bir {ist kavram olarak 6z-denetim becerisi
gelistirmelerine ve bu anlamda 6gretmenlerin nitelikli ve azimli bireyler olarak, hedef belirlemek ve
hedefe ulasabilmek icin davramislarini ve egilimlerini kontrol etme ve denetleme yetenegi
gelistirmelerine onemli bir kaynak sunmaktadir. Bu noktada biligsel kogluk yaklagimi 6z-denetim
becerisini gelistirmek ve {stbilissel beceriler kapsaminda elestirel diisiinme, elestirel yansitma,
planlama, problem ¢6zme gibi gelisim alanlarmna iligkin bir ¢er¢eve yaratmak amaciyla bir takim
bilesenlerden olusan bir dongii icermektedir. S6z konusu kogluk dongiisii, biligsel kog tarafindan
Ogretmene yoneltilen bir takim sorular ve dikkatli bir bi¢imde hazirlanan egitim plani1 araciliiyla
yansitici pratikler sunularak, kogluk yapilan kisilerin kendi gelisim alanlarini belirlemelerine yardimct
olmaktadir. Kocluk yapilan kisi kendi giiglii ve zayif yonlerini belirleyip farkindalik kazandiginda,
benzer teknikleri gelistirme ve siirdiirme olasilig1 da artmaktadir. Biligsel kocluk dongiisii planlama,
gozlem ve yansitici gériisme olmak tizere ii¢ temel bilesen icermektedir (Costa ve Garmston, 2002).

(i) Planlama: Kogluk dongiisiiniin ilk agsamasi olarak planlama diger bir ifadeyle gozlem
Oncesi goriismedir. Bu asamada kog, Oncelikle danigsana bilissel kocluk egitim siireci sonunda
beklenen olasi ¢iktilar1 tanimlayarak amagclarin, problemlerin ve ihtiyaclarin belirlenmesine ve
belirlenen amaclara ulasmak i¢in hangi yaklasimlarin izlenmesi gerektigine karar vermeye yonelik bir
takim sorular sormaktadir. Planlama asamasindaki yoneltilen sorularin islevi, goézlemlenmesi
planlanan dersin basarisini ve amaglara uygunlugunu gérmek i¢in danisandan ders gozlemi sirasinda
gozlemlenecek davraniglarin karar verilmesi ve goézlem sirasinda ne tiir verilerin toplanacagina iligkin
ogretmenin ¢ikarimlarda bulunmasina olanak tanimaktadir (Costa ve Garmston, 2002).

(ii) Gozlem: ikinci olarak gézlem asamasinda, hedeflenen ders ya da etkinlige iliskin giiclii
yonler hakkinda veri toplanmasina odaklanilmaktadir. Bu asamada temel amag¢ danisana hem
arastirmacit hem de deneyci rolii verilerek eylem ya da eylemsizlik durumlarinin altinda yatan
anlamlar1 ve islevleri kavramasma aracilik etmektedir (Costa ve Garmston, 2002). Gozlem
asamasinda, kogun hedeflenen gorevin ya da dersin giiglii veya zayif yonlerini gdrebilmesi icin veri
toplama siireci ve bu siliregte 6znel tutumlardan kaginmasi oldukc¢a Onem tasimaktadir. Gozlem
sirasinda ko¢ planlama goriismesinde belirlenen 6gretim davranislarina yonelik bulgular toplarken
video kayitlari, ses kayitlar1 gibi veri toplama araglarin1 6gretmenin mesleki ve kisisel gelisimine
destek sunma kapsaminda kullanilabilir (Costa ve Garmston, 1994).

(iii) Yansitma Goriismesi: Son olarak yansitma goriigmesinde ise daniganin gézlem sirasinda
derste ne oldugunu yeniden diisiinmesi ve degerlendirmesine yardimci olmak amaciyla kog, danisana
bir takim sorular sormaktadir. Bu noktada kog, 6gretmenin kendine iliskin derin degerlendirmeler
ortaya koymasi icin ders gozlemi sirasindaki izlenim ve deneyimlerini paylagmasini istemektedir.
Boylece 6gretmenin ders gozlemi sirasinda yasananlarla planlama goriigmesinde saptanan hedeflerin
ortiislip Ortlismedigini karsilagtirmasi beklenmektedir. Sonrasinda danisan, gozlem sirasinda edindigi
bireysel 6grenme deneyimlerini analiz etmekte ve gelecekteki dgretim yasantisina uygulayabilecegi
yeni yontem ve teknikleri saptamaktadir (Costa ve Garmston, 2002). Bu asamada yansitict geri
bildirimlerin slire¢ ve &gretmenin performansi lizerinde olduk¢a onemli islevleri bulunmaktadir.
Ciinkii kaliteli ve nitelikli bir geri bildirim olmadan 6gretmeni degerlendirmek, 6gretmenin kendi
mesleki gelisimi i¢in anlaml1 hedefler yaratmasina ve gergeklestirmesine engel olusturabilir. Bu agidan
etkili geri bildirimler, 6gretmenlere mesleki gelisimlerinde yeni hedefler belirlemeyi ve onlara
ulagmay1 saglamanin yani sira artan bir i¢csel motivasyon kaynagima ve mesleki beceriye sahip
olmalarina da katki saglamaktadir (Feeney, 2007: 192). S6z konusu kog¢luk dongiisiiniin sonucunda,
ogretmenler kendini yansitma ve orgiitleme becerilerini, kendi davraniglart iizerinden gérme ve
degerlendirme firsat1 bulabilmekte ve 6z-yeterlik algilarini gelistirebilmektedir (Bandura, 1993, 2006).

Oz-yeterlik, bireyin olas1 durumlari yénetmek i¢in eylem planmi organize etme ve yiiriitme
becerisine olan inanc1 olarak tanimlanmaktadir (Bandura, 1986). Ogretmen 6z-yeterlilik kavrami ise
Ogretmenlerin 6grencinin 6grenme durumunu etkilemek icin sahip olduklar1 bireysel ve kolektif
yeteneklerine dair inanglaridir (Klassen vd., 2011). Baska bir ifadeyle, 6gretmenlerin, 6grencilerinin
Ogrenme siireci ve basarisini ne kadar etkileyebileceklerine ve ne kadar fark yaratabileceklerine iliskin
sahip olduklar inang dizgesidir (Tschannen-Moran, 2014: 128). Ogretmenler ¢ok az diizeyde yeterlik
hissettiklerinde ya da yeterlik algilarinin diisiik oldugunu fark ettiklerinde, bu durumun suglama,
umutsuzluk, caresizlikle sonuglanabilecegi diigiiniilmektedir. Ancak &z-yeterlik {izerine yapilan
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caligmalar, giicli ve yliksek yeterlik algisina sahip Ogretmenlerin islerinde daha fazla enerji
harcadiklarini, daha ilgi ¢ekici ve farkli hedefler tanimlayabildiklerini ve motivasyonlarinin yiiksek
oldugunu ortaya koymaktadir. Bu agidan, yiiksek 6z-yeterlik algisina sahip 6gretmenlerin, basarisizlik
engellerine karst daha uzun siire miicadele etme ve devam edebilme becerisi gelistirdikleri yapilan
caligmalarla ortaya konmaktadir (Tschannen-Moran ve Hoy, 2001: 786-788). Bu baglamda, 6z-
yeterlik algilar gelismis 6gretmenlerin, yeni yontem ve teknikleri, 6gretimsel pratikleri sinmif ortamina
aktarmakta daha etkili ve basarili olduklari, egitsel becerilerini gelistirmede daha istekli olduklar ve
bu anlamda da olumlu tutum sergileyen bireyler olarak daha fazla mesleki gelisim odakli olduklari
ileri siirilmektedir (Edwards, 2015; Goker; 2017).

Alanyazinda 6z-yeterlik algisina ilisgkin yapilan c¢aligmalar, 6gretmen 0z-yeterlik algisinin,
Ogretmenlerin gelisimini, motivasyonunu ve Ogrenci sonuglariyla ilgili 6gretmen davranislarim
etkileyen giiclii bir yap1 oldugunu ortaya koymaktadir. S6z konusu calismalar, yiiksek 6z-yeterlik
algisinin O0grenci basarisi, sinif yonetim becerisi, motivasyon gibi farkli degiskenler ¢ercevesinde
onemli sonuglar ortaya koydugu gostermektedir (Ashton ve Webb, 1986; Coladarci, 1992; Hoy ve
Wollfolk, 1993; Hoy ve Spero, 2005; Ross, 1992; Tschannen-Moran vd., 1998; Tschannen-Moran ve
Hoy, 2001; Tschannen-Moran, 2014). Benzer bicimde biligsel kogluk ve 6gretmen 6z-yeterlik algist
arasindaki iliskinin incelendigi caligmalar da biligsel koclugun, 6gretmen oz-yeterlik algisinin
gelisiminde etkili ve islevsel bir kaynak oldugunu ve 6gretmenlerin kendi 6gretim pratikleri tizerine
derinlemesine diisiinme, Ogrenci farkliliklarindan kaynakli gereksinimlere uyum saglama, ¢oziim
tiretme, biligsel farkindalik ve 6z-yonetim becerisi gelistirme gibi mesleki gelisim alantyla iligkili
kazanimlar yasadiklarin1 ortaya koymaktadir (Batt, 2010; Costa ve Garmston, 2002; Joyce ve
Showers, 2002; Van Veen vd., 2012; Von der Bengh vd., 2015). Ancak Tiirk alanyazin incelendiginde
yansitict denetim baglaminda biligsel ko¢lugun &gretmenler {izerinde uygulandigr ve sonuglarinin
ogretmen Oz-yeterlilik algilarinin gelisimi {izerine etkisinin incelendigi ¢ok sayida ¢aligmanin mevcut
olmadig1 goriilmektedir (Goker, 2020; Goker ve Uriin Goker, 2021). Bilissel koglugun ele alindigi
diger caligmalarda ise biligsel koclugun Ogrenciler ve okul yoneticileri {izerine etkisi incelendigi
(Bulut, 2009; Ceylan, 2011; Demir, 2009; Demir ve Doganay,2010; Demir ve Bal, 2011; Duman,
2013) ve bu agidan Tiirk alanyazindaki ¢caligmalarda agirlikli olarak biligsel koglugun 6grenci ve okul
yoneticilerinin basarilarina arttirmaya yonelik oldugu goriilmektedir. Bu baglamda bu c¢aligmanin,
Tiirk alanyazindaki bosluga 1s1k tutarak, biligsel kogluk yaklagimiyla 6gretmenlerin biligsel siirecleri
harekete gecirilerek desteklenmesine ve bu yolla onlara yansitict dgretim etkinlikleri uygulanarak
kendi 6z-yeterlik diizeylerini fark etme ve gelistirmelerine olanak taniyacagi i¢in dnemli oldugu ve
alanyazina katki saglayacagi diistiniilmektedir.

Bu aragtirma, biligsel kogluk egitimi alan Ogretmenlerin, daha fazla biligsel farkindalik
diizeyine sahip bireyler olarak daha yiiksek diizeyde oz-yeterlik algis1 gelistirdikleri savina
dayanmaktadir. Baska bir ifadeyle bu caligmada, biligsel kocluk egitimi alan 6gretmenlerin, Egitim
4.0’ la birlikte ortaya ¢ikan yenilik¢i 6grenme ve dgretme ortamlarinin gereksinimlerini saglayacak
bicimde hem kendileri hem de oOgrencileri i¢in en etkili firsatlar1 sunabilecek ve degisimi
gerceklestirecek aracilar oldugu diisiincesi ileri siiriilmektedir. Ciinkii Egitim 4.0 ile birlikte egitimin
O0grenme siirecine yonelik degisen odagi, dgretmenlere 6gretmenlik roliiniin Gtesinde ‘egitim lideri’
olarak yeni bir kimlik ve beraberinde farkli sorumluluk alanlan yiiklemektedir. Bu agidan egitimde
basariya ulasabilmek icin 6gretmenlerin gelisiminin denetim uygulamalar1 araciligiyla desteklenmesi
adina etkili stratejiler belirlemenin 6gretmenlerin liderlik roliiniin gerceklesmesi kapsaminda olduk¢a
degerli oldugu anlasilmaktadir (Slinger, 2004: 29-30). Bu nedenle Ogretmelerin Egitim 4.0
kapsaminda liderlik becerilerinin gelisimi amaciyla, biligsel kogluk yaklagiminin, 6gretmenlere ¢cagin
gerekliliklerine kolayca uyum saglayabilecek davranis sergilemelerinde, Ogretim yontem ve
tekniklerinde farkli uygulamalarin ediniminde, farkli mesleki tutum, bilgi ve bakis acisi
gelistirmelerinde, planlama ve sinif yonetim becerilerini giiclendirmede, siirekli gelisim ve degisim
odakli yenilik¢i bireyler olmalarinda etkili bir denetim ve mesleki gelisim araci olarak onemli bir
isleve sahip oldugu diistiniilmektedir.

Kisaca, bilissel kogluk yaklasimi, mesleki gelisim siirecinde en etkili ve yararli kaynaklardan
biri olarak, 6gretmenlerin problem ¢dzme, elestirel diisiinme, yansitmalarda bulunma gibi biligsel
siireclerini harekete gecirerek kendilerini kesfetmelerine ve mesleki acidan yeni deneyimler
yasamalarina bir destek sunmaktadir (Costa ve Garmston, 2002; Eger, 2006). Bu agidan, biligsel
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kogluk yaklagiminin, 6gretmenlerin hem yeni 6gretim pratiklerinin ediniminde hem de mesleki gelisim
siirecinde ihtiya¢ duyulan biligsel ve duygusal yeterlik algilarini arttirmada 6nemli bir yaklasim oldugu
diisiincesinden hareketle, bu ¢aligmanin amaci, Costa ve Garmston’un (2014) Biligsel Kogluk modeli
cercevesinde, biligsel kogluk yaklagimimin, Ingilizce égretmenlerinin 6z-yeterlik gelisimine bir etkisi
olup olmadigin1 ve kendi mesleki gelisim ve deneyimlerine bilissel diizlemde bir farkindalik yaratip
yaratmadigini ortaya koymaktir.

Bu bilgiler 1s18inda bu calismanin temel inceleme konusunu olusturan bilissel kogluk
yaklasiminin, 6gretmenlerin hem akademik hem de davranissal diizlemde etkililiklerini arttirmak ve
biligsel ve duygusal yeterlik diizeylerini gelistirmek amaciyla 6zenli ve giiclii bir mesleki gelisim
baglami yarattigi diisiillmektedir. Bu baglamda biligsel gelisim ve Ogretmen Oz-yeterlik algisinin
birbiriyle bagintili oldugu ger¢egine dayanarak bu arastirmanin problem durumu, egitim siirecinde
hizla yasanan degisimlere 6gretmenlerin uyum saglayabilmesi amaciyla 6gretmenlere etkili ve verimli
bir 6grenme deneyimi sunan biligsel kogluk yaklasiminin, Ingilizce dgretmenlerinin 6z-yeterlik algt
diizeylerinin gelisimine etkisini ortaya koymaktadir. Bu kapsamda, ¢alismanin amacina iligkin olarak
belirlenen ve yanit1 aranan aragtirma sorulari su sekilde belirlenmistir:

1. Bilissel kogluk, Ingilizce dgretmenlerinin 6gretmen 6z-yeterlik algismin gelisimine biitiin
olarak ne 6lgiide etki etmektedir?

2. Bilissel kogluk Ingilizce 6gretmenlerinin &z-yeterlik algilarmin gelisimine (i) 6grenci
katilimzy; (ii) egitsel stratejiler ve (iii) sinif yonetimi baglaminda gelisimine ne dl¢iide katki
saglamaktadir?

Yontem

Bu calismada, aragtirma yontemi olarak hem nitel hem de nicel arastirma yontemini kapsayan
ve nitel ve nicel verilerin toplanmasi, analiz edilmesi ve birlestirilmesini igeren ve boylece arastirma
sorularina yanit arama siirecinde farkli ¢oziim yollarmi biitiinciil bir ¢ercevede sunmaya olanak
tantyan karma yontem kullanilmigtir. Bu arastirmanin amaci ve sorulari kapsaminda nitel ve nicel
verilerin toplanmasi, analizinin zamanlamasi ve agirlik verilen veri tiirii dikkate alinarak, nicel ve nitel
verilerin ayn1 zamanda toplanip analizini igeren eszamanli i¢ ice ge¢mis karma ydntem tasarimi
kullanilmigtir. Bu baglamda es zamanl i¢ ice ge¢gmis karma yontem araciligiyla, bu ¢alismada nicel ve
nitel bilesenlerden ayri ayri elde edilen sonuglar birlestirilmis ve analiz edilmistir. Bdylece elde edilen
bulgularm dogrulama, destekleme veya capraz gecerliginin saglanmasina 6nem verilerek her bir
arastirma problemine iliskin olas1 tutarsizliklar1 anlamlandirmak, sonuglarin katilimec1 deneyimlerine
dayandigina emin olmak ve etkili betimlemeler ortaya koyarak, elde edilen bulgularin biitiinciil bir
yaklagimla sunulmasi amaglanmigtir. Diger taraftan, biligsel kogluk yaklagiminin belirli bir olgu olarak
ele alindig1 bu arastirma, 6n/son test tasarimina dayanan tek grup deneysel desene sahiptir ve Ingilizce
Ogretmenlerinin sinif i¢i 6gretim pratik ve becerileri biligsel kogluk uygulamasi dncesi ve sonrasi ele
alinip incelenerek, 6gretmenlerin 6z-yeterlik algilarinin gelisimine olast herhangi bir etkisini ortaya
cikarmaya yonelik bir girigimdir.

Arastirma Grubu

Bu arastirmanin hedef kitlesi Ingilizce dgretmenleridir. Arastirma &rneklemini, 2022-2023
egitim-6gretim yilinda, Canakkale ilinde bir 6zel okulda ilkokul, ortaokul ve lise kademlerinde gorev
yapan, 24-43 yas arasinda 12’si kadin 3’1 erkek olmak iizere calismaya goniillii olarak katilan toplam
15 Ingilizce Ogretmeni olusturmaktadir. Katilime1 dgretmenler, goniillii 6rnekleme yontemiyle
secilmis ancak s6z konusu sec¢im siirecinde, biligsel kogluk egitimi sirasinda olast herhangi bir sorun
yasamamak ve veri toplama siirecini kolaylagtirmak adina katilimcr 6gretmenlerin arastirmaciya ve
ortama iliskin yakinligina dncelik verilmistir. Ayrica hem 6gretmen hem de 6grenci gereksinimlerinin
kademeye gore bigimlenecegi ve farklilasacagi g6z oniinde bulundurularak farkli kademe ve farkli
deneyim siireci degiskenleri de dikkate alinmistir. Boylece arastirma sonucuna iligskin dogru ve etkili
cikarimlarda bulunmak ve 6gretmen gereksinim ve gelisim alanlarini dogru tanimlayabilmek ve
yansitmak amaciyla Orneklemin temsil giiciiniin kuvvetlendirildigi diisliniilmektedir. Ek olarak,
calismaya goniillii katilimc1 olmasi istenen 6gretmenlere, biligsel kogluk egitimi ile birlikte 6gretim
yasantilarina iliskin 6z-degerlendirmelerine olanak taniyan uygulama ve pratikler edinecekleri, 6z-
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yeterlik diizeyleri lizerine diisiinme ve gelistirme firsati1 yakalayacaklar1 ve boylece siif igi 6gretim
yontemlerini gelistirme ve degistirme adina biiyiik bir kazanim elde edecekleri belirtilmistir. Ayrica
arastirmanin gerceklestigi okuldan aragtirmanin uygulanmasi igin gereken izin alinmigtir.

Veri Toplama Araci

Bu ¢alismada hem nitel hem de nicel veriler baglaminda incelenen bilissel kogluk yaklagimi
ve Oz-yeterlik olgusuna iligkin biitlinsel bir betimleme ortaya koymak amaciyla, ¢esitli nitel ve nicel
veri toplama araglart kullanilmistir. Calismada nitel veri toplama araci olarak;

(i) Arastirmaci tarafindan hazirlanan ve bilissel kogluk egitiminin Ingilizce 6gretmenlerinin
Oz-yeterlik algilarinin gelisimine etkisini gérmek ve biligsel kocluk egitimine iligkin
memnuniyetlerini 6lgmek amaciyla uygulanan biligsel ko¢cluk egitim degerlendirme formu
(BKEDF);

(ii) Ogretmenlerin ders sonrasi dgretim yontem ve teknikleri iizerine elestirel yaklasimla
diislinmesine ve derin yansitmalarda bulunmasina olanak taniyan 6gretmenlerden alinan
yansitict giinliikler (YG);

(ii1)) Sinif ortamindaki her ani yakalamak ve sonrasinda derinlemesine diislinmek igin
kullanilabilecek islevsel araglar olarak 6gretmenlerden alinan ders video kayitlar: (DVK);

(iv) Egitim programinin igerigi kapsaminda kog¢ ve dgretmenin gergeklestirdigi goriismeler
sirasinda alinan kogla yapilan bireysel goriismelerin  ses kayitlart (KYBGSK)
kullanilmigtir.

S6z konusu nitel veri toplama araclariin gesitliliginin sebebi, egitim programinin etkililigine
iliskin uzlas1 saglanan gelisim noktalarima gonderimde bulunan 6gretmen gorils ve diisiincelerin net
bigimde belirlenmesi ve bodylece tema ve kodlarin olusum siirecine iligkin verilerin agikga
degerlendirilmesidir. Bu baglamda yansitict giinliikler, kogla yapilan bireysel goriismelerin ses
kayitlar1 ve degerlendirme formu, Ingilizce dgretmenlerinin 6z-yeterlik algilarini (i) 6grenci katilimi,
(i) egitsel stratejiler ve (iii) sinif yonetimine iliskin edindikleri deneyimler araciligiyla ne sekilde ve
ne Slciide etkiledigini ortaya koyan giiglii veri kaynaklar1 olarak diisiiniilmektedir. Ozellikle yansitict
giinliiklerin yapisi ve semast bilincin serbestge aktarimini saglayarak kisinin 6z-farkindaligini
gelistirmeye ve bdylece lstbiligsel mekanizmalar araciligiyla 6gretmenin hafizasim1 giliclendirmeye
katki saglamaktadir (Richards ve Lockhart, 1996). Diger taraftan ders video kayitlarinin da
ogretmenlerin  smif ortaminda kendilerine iligkin farkli bir bakis acist gelistirmeleri ve
performanslarini yabanci bir gozle degerlendirerek etkili ve 6zerk yansitmalarda bulunmalar1 amaciyla
veri tabaninin olusumda ve gii¢lendirilmesinde 6nemli bir isleve sahip oldugu diisiiniilmektedir.

Calismada nicel veri toplama araci olarak ise bilissel kogluk siirecinin dgretmenlerin 6z-
yeterlik diizeylerini ne 6l¢iide etkiledigini gérmek ve degerlendirmek amaciyla 6gretmen 6z-yeterlik
algisina etki ettigi varsayilan etmenlerin farkli egitsel baglamlarda gecerligini analiz etmek icin
‘Ogretmen Oz-yeterlik Olgegi’ OOYO (kisa form) (Tschannen-Moran ve Hoy, 2001) kullanilmistir.
S6z konusu olgek, 6gretmen ve Ogretmen adaylarinin 6gretimde daha dinamik ve 6zerk durumlar
iiretebilecek bir beceri ve yeterlilik gelistirecekleri varsaymmi etrafinda bicimlenmektedir. Olcegin
Tiirkgeye uyarlanmas1 siirecinde Canakkale ilinde farkli okullarda gérev yapan 15 Ingilizce
ogretmenine, Agustos 2022 ve Eyliil 2022 tarihleri arasinda OOYO’ nin gecerligini 6lgmek igin pilot
calisma uygulanmustir. Yapilan pilot ¢alismada OOYO’ nin gegerligini 6lgmek icin Cronbach's alpha
testi uygulanmis ve dlgegin i¢ tutarlilik katsayisinin .75 oldugu tespit edilmistir. Nunnally (1978) ve
DeVellis'e (2003) gore .70 ve iizeri katsayilar anlamlidir. Dolayisiyla bu arastirma igin Ol¢iilen
gegerlik katsayisi, Nunnally (1978) ve DeVellis (2003) tarafindan belirtilen ve Onerilen katsayi ile
uyumludur. Bu ¢aligsmada, genel olarak Schon (1983)’{in yansitici uygulama ilkelerine dayanan, Goker
(2017) tarafindan gelistirilen ve bilissel kog tarafindan arastirmaya katilan 15 Ingilizce 6gretmenine
uygulanan 14 haftalik bilissel kogluk egitim programi kullanilmistir. Asagida tablo 1’de 14 haftalik
biligsel kogluk egitim programinin genel kapsami ve egitim programinin zaman ¢izelgesi
gosterilmistir.
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Tablo 1. On dort haftalik bilissel kogluk egitim programi zaman ¢izelgesi

Asama Tarih Veri toplama
1 Eyliil-Ekim, 2022 e Nicel Veri
-00YO (6n test)

e Nitel Veri
-Birinci video kayitlari(15 video)

2 Ekim-Kasim, 2022 -15 saatlik Biligsel Kogluk Egitimi
. Nitel veri
-Kog ve 6gretmen arasindaki bireysel goriigmelerin ses
kaydi
-ikinci ders video kayitlari (15 Video)

3 Kasim- Aralik, 2022 e Nicel Veri
-00YO (son test)
e Nitel Veri
-BKEDF

Tablo 1°de gosterilen zaman c¢izelgesi cercevesinde, c¢alismanin On/son test tasarimi
baglaminda bir tek vaka calisma grubu olusturulmus ve bilissel kocluk egitim siirecinde hem nicel
hem de nitel yontemler araciligiyla veriler toplanmistir.

Verilerin Analizi

Bu calismada daha once de belirtildigi gibi hem nicel hem nitel yontemi kapsayan es zamanl
i¢c ice gecmis karma yontem deseni kullanilmistir. Oncelikle 6n test ve son test sonuglar1 araciligiyla
toplanan nicel verilerin analizi icin SPSS 18’den (Sosyal Bilimler igin Istatistiksel Paket)
yararlanilmistir.  Nicel verilerin analizinde parametrik olmayan Wilcoxon isaretli siralar testi
uygulanmigtir. Wilcoxon isaretli-siralar testi,  degiskenlerin kendi siralar1 arasindaki farki
hesaplayarak, ayn1 6rneklemde yer alan degiskenler arasindaki 6nceki ve sonraki farkliliklar: saptamak
icin kullanilan parametrik olmayan bir istatistik testidir (Biiyiikoztirk, 2019: 173-174). Bu
aragtirmada, 15 Ingilizce Ogretmeninin e@itim &Oncesi ve sonrast Oz-yeterlik puanlarinin
karsilastirilmas1 amaclandigi i¢in, 6rneklemin kiiclik olmasi ve gruplarin bagimli olmasindan dolay1
parametrik olmayan Wilcoxon isaretli siralar testi kullanilmistir. Boylece iliskili iki 6l¢lim setinde
ortaya ¢ikan puanlar arasindaki farkin anlamlihgi test edilerek, Ingilizce 6gretmenlerinin bilissel
kogluk egitimi dncesi ve sonrasi 6z-yeterlik algilar1 arasinda anlaml bir fark bulunup bulunmadiginm
ortaya koymak amaciyla, bilissel kogluk egitimi dncesi ve sonrasi uygulanan OOYO’nin &n test ve son
testin ardindan elde edilen veriler Wilcoxon isaretli siralar testiyle ¢ozlimlenmistir. Diger taraftan 6n
test ve son test sonuglar1 arasindaki farkliliklarin rastgele ortaya ¢ikip ¢ikmadigini da gostermek
amaciyla anlamlilik diizeyi p<05 olarak belirlenmis ve sonuglarin betimlenmesi i¢in analizler detayl
olarak incelenmistir. Asagida tablo 2’de calismanin veri tabanini olusturan toplam nicel veri
kaynaklar1 gosterilmistir.

Tablo 2. Toplam nicel kaynak sayis1

Katilimeilar (6gretmenler) N=15
Ogretmen 6z-yeterlik dlgegi (kisa form) 15 (30 sayfa)
Toplam 30 (sayfa)

Calismanin nitel veri analiz siirecinde ise, 6gretmen ders video kayitlari, 6gretmenlerin tuttugu
yansitict  giinliikler, Ogretmenlerin biligsel kogluk egitimine iligkin diislincelerini paylastiklari
degerlendirme formundan yararlanilmigtir. Bunlara ek olarak, ko¢ ve 0Ogretmenin karsilikli
gergeklestirdikleri goriismelerin ses kayitlart da nitel veri tabaninda kullanilmistir. Asagidaki tablo
3’te ¢aligmanin nitel veri tabanina iligkin toplam veri sayis1 yer almaktadir.
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Tablo 3. Toplam nitel kaynak sayist

Katilimcilar (6gretmenler) N=15

Ders video kayitlar 30

Yansiticr gilinliikler 15 (45 sayfa)
Biligsel kogluk egitim degerlendirme formu 15 (45 sayfa)
Kogla yapilan bireysel goriismelerin ses kayitlart 30 (450 sayfa)
Toplam 90 (540 sayfa)

Oncelikle nitel veri analizinin ilk asamasi olarak icerik analizi (Patton, 2002) kapsaminda
OO0YO’nin igerdigi ii¢ alt dlgege dayanarak Ingilizce dgretmenlerinin bilissel kogluk egitiminin (i)
ogrenci katilmi, (ii) egitsel stratejiler ve (iii) smif yOnetimi baglaminda 6z-yeterlik algilarinin
gelisimine iligskin paylastiklar1 diisiinceleri iceren yansitict giinliikler ve biligsel kogluk egitim
degerlendirme formlar1 okunmustur. Daha sonra 6gretmen, ko¢ ve aragtirmacinin yer aldigi yansitici
bildirimlerin verildigi goériisme oturumlarin ses kayitlar1 dinlenmis ve gerekli diyaloglar ve
paylasimlar hem icerigin tam olarak anlasilmasi hem de tema ve kodlarin belirlenmesi i¢in detayli
olarak notlar alinmistir. S6z konusu veri kaynaklarma dayanarak tema ve kodlarin giivenirligini
saglamak amaciyla, oncelikle OOYO’nin ii¢ alt 6lgedi temel alinarak ii¢ tema olusturulmus ve
sonrasinda ise 0gretmenlerle yapilan goriismeler sonunda varilan fikir birligine, onlarin paylastiklar
ve uzlasim sagladiklan diisiincelere dayanarak ve OOYO’nin igerdigi maddeler cercevesinde belirli
kodlar saptanmaya c¢alistlmigtir. Goriisme kayitlarindaki diyaloglarin ve etkilesimin, yansitici
giinliiklerin, biligsel kogluk egitim degerlendirme formunun igeriginin analizini tamamladiktan sonra
aragtirmanin amacma iligkin olarak ogretmen Oz-yeterlik 6lgme Olcegi kapsaminda biiyiik oranda
benzerlik ve farklilik driintiileri g6z oniine alinarak temalar ve kodlar siniflandirilmistir.

Bulgular

Biligsel kogluk ve Ogretmen oOz-yeterlik iligkisinin incelendigi bu calismada, biligsel
koglugun, Ingilizce 6gretmenlerin 6z-yeterlik algilarinin gelisiminde ve bilissel acidan farkindalik
kazanmalarinda etkin ve giliglii bir denetim aract olarak nasil kullanilacaginin ortaya konmasi
amaglanmigtir. S6z konusu amaca yonelik olarak, Oncelikle calismanin birinci arastirma sorusu
kapsaminda bilissel kogluk yaklasimmin Ingilizce dgretmenlerinin dz-yeterlik algilarinin gelisimine
biitiin olarak ne 6lgiide etki ettigi irdelenmistir. Bu kapsamda, ‘Ogretmen Oz-yeterlik Olgegi’ (kisa
form) araciligiyla ulasilan nicel bulgular analiz edilmis ve Ingilizce dgretmenlerine biligsel kogluk
egitim Oncesi ve sonrasi uygulanan 6n/son test araciligiyla elde edilen bulgular arasinda istatistiksel
acidan anlamli bir fark gozlenip gézlenmedigi incelenmistir. Tschannen-Moran ve Woolfolk Hoy’ un
(2001) gelistirdigi OOYO’ nin kisa formu, dgretmen &z-yeterlik olgusunu; (i) 6grenci katilimi, (ii)
egitsel stratejiler ve (iii) siif yonetimi olmak iizere ii¢ alt 6lgek maddesinin iceriginde yer alan toplam
12 maddelik sorular kapsaminda incelemekte ve degerlendirmektedir. Bu baglamda biligsel koglugun
Ingilizce dgretmenlerinin 6z-yeterlik algisina biitiin olarak ne &lgiide etki ettigini analiz etmek
amactyla, OOYO’nin séz konusu ii¢ alt dlgek maddesi kapsaminda puanlari ve ortalamalart
hesaplanmis ve asagidaki tabloda elde edilen 6n test ve son test puanlari arasindaki ortalama farklari
ve anlamlilik degerleri gosterilmistir.
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Tablo 4. OOYO iig alt 6lgek kapsami nda 6n/son test puanlari arasindaki ortalama fark

Sira Sira zZ p
Alt dlgek Ontest-Sontest N Ortalamasi Toplamu
1 Negatif Sira 0 ,00 ,00 -3,416 ,001
Ogrenci Pozitif Sira 15 8,00 120,00
Katilimi Esit 0
Toplam 15
2 Negatif Sira 0 ,00 ,00 -3,417 ,001
Egitsel Pozitif Sira 15 8,00 120,00
Stratejiler Esit 0
Toplam 15
3 Negatif Sira 0 ,00 ,00 -3,419 ,001
Sinif Yo6netimi Pozitif Sira 15 8,00 120,00
Esit 0
Toplam 15
Aritmetik  Standart Ortalamalar 7 %
Ortalama  Sapma Farki P
Ontest 61,33 16,25
Toplam Sontest 69.67 15.38 8,34 -3,408 .001
*p<.05

Yukarida tablo 4’te de gosterildigi gibi Wilcoxon isaretli siralar testinin analiz sonuglari,
OOYO kapsaminda her bir alt dlcek maddesine iligkin olarak dlciilen Ingilizce dgretmenlerinin 6z-
yeterlik algis1 puanlan tizerinde biligsel koglugun giiglii bir etkisi oldugunu ortaya koymaktadir (MD =
8,34, z = -3,408, p = 0.001). Sira ortalamalar1 ve fark puanlarmin toplamlar1 agisindan bu fark
istatistiksel olarak bilissel ko¢luk uygulamasinin 6gretmen 6z-yeterlik algisinin gelismesi siirecindeki
islevselligini destekler niteliktedir. S6z konusu analiz sonucunda biligsel kogluk egitiminin etkisiyle
oz-yeterlik diizeylerinde artis goriilen Ingilizce 6gretmenlerinin son test puanlari, 6n teste gére anlamli
diizeyde daha yiiksek ¢ikmustir (MD = 8,34). Kisaca ortaya ¢ikan nicel bulgulara dayanarak, Ingilizce
ogretmenlerinin biligsel kogluk egitimi uygulanmadan Onceki 6z-yeterlik algi diizeyleri ile egitim
sonras1 0z-yeterlik alg1 diizeyleri arasinda anlamli bir fark oldugu goriilmektedir (z = -3,408; p < 0,05).

Calismanin ikinci arastirma sorusu kapsaminda, bilissel koglugun Ingilizce dgretmenlerinin
0z-yeterlik algisiin (i) 6grenci katilimi, (ii) egitsel stratejiler ve (iii) sinif yonetim becerileri olmak
lizere li¢c alt Olgek baglaminda gelisimine ne Olgiide etki ettigi Oncelikle nicel veriler 1s181inda
irdelenmistir. Bu c¢ercevede, bilissel kogluk yaklagiminin 6gretmen 6z-yeterlik algisinin gelisimine
etkisi, on/son test olarak uygulanan OOYO’ nin (kisa form) (Tschannen-Moran ve Woolfolk Hoy,
2001) belirtilen ii¢ alt 6l¢egin maddeleri baglaminda ele alinmistir. Bu amag¢ dogrultusunda, dncelikle
her bir alt 6lcek maddesinin igerdigi etmenlerin/sorularin 6z-yeterlik algisinin gelisimine etkisini
belirlemek icin her bir alt 6l¢egin puanlar1 ve agirlikli ortalamalar1 hesaplanmistir. Sonrasinda ise her
bir ¢ alt 6lcek maddesine bagl olarak elde edilen nitel bulgular da incelenerek biitiinsel bir analiz ve
betimleme sunulmustur. Ilk olarak biligsel kogluk yaklasimmin, 6gretmen &z-yeterlik algisinin 6grenci
katilimina iliskin etmenler baglaminda gelismesine iliskin elde edilen nicel bulgular analiz edilmistir.
Asagidaki tablo 5°te OOYO baglaminda dort boyutta degerlendirilen 6grenci katilimindaki 6z-yeterlik
algisina iligkin 6n/son test Wilcoxon isaretli sira testinin istatistiksel sonuglari sunulmustur.
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Tablo 5. Ogrenci katilimindaki 6z-yeterlige iliskin Wilcoxon isaretli sira testi analizi

Sira Z p
Madde On test-Son test N Sira Ortalamas1  Toplamu
2 Negatif Sira 0 ,00 ,00 -3,447 ,001
Pozitif Sira 15 8,00 120,00
Esit 0
Toplam 15
3 Negatif Sira 0 ,00 ,00 -3,508 ,000
Pozitif Sira 15 8,00 120,00
Esit 0
Toplam 15
4 Negatif Sira 0 ,00 ,00 -3,455 ,001
Pozitif Sira 15 8,00 120,00
Esit 0
Toplam 15
11 Negatif Sira 0 ,00 ,00 -3,458 ,001
Pozitif Sira 15 8,00 120,00
Esit 0
Toplam 15
Aritmetik  Standart Ortalamalar 7 p*
_ Ortalama Sapma Farki
On test 16,33 6,37
Toplam Sontest  26.87 437 10,54 -3,416 .001
*p<.05

Tablo 5’te goriildiigii gibi, Wilcoxon isaretli sira testinin analizinin sonuglar;, OOYO ile
Olciilen biligsel kogluk yaklagiminin 6gretmen Oz-yeterlik algisinin 6grenci katilimina iligkin
gelisiminde 6nemli bir etkiye sahip oldugunu ortaya koymaktadir (MD = 10.54, z =-3.416, p = 0.001).
Bilissel kocluk uygulamasmin &grenci katilimina iligkin 6gretmen 6z-yeterlik diizeylerinin son test
puanlari, 6n teste gore anlamli 6lglide daha yiiksektir (MD = 10,54). Bu anlamda elde edilen nicel
bulgular, Ingilizce gretmenlerinin biligsel kogluk egitimi dncesi 6grenci katilimina iliskin 6z-yeterlik
diizeyleri ile egitim sonrasi 6z-yeterlik diizeyleri arasinda anlamli bir fark oldugunu gostermektedir (z
=-3,416; p < 0,05). Analiz sonunda elde edilen bulgulara bakildiginda 6grenci katiliminda 6z-yeterlik
algisinin gelisimi toplam dort madde de 8.00 oraniyla esit dagilim sergiledigi goriilmektedir. Bu
duruma gore O6gretmenlerin, diisiik ilgiye sahip Ogrencinin ilgisini arttirma (madde 2), dgrenciyi
okulda basarili olacagina inandirma (madde 3), dgrenciye dgrenmenin degerini anlamasina yardim
etme (madde 4) ve Ogrencinin ailesine okul basarisini arttirmak i¢in yardim etme (madde 11)
boyutlarinda degerlendirdigimiz 6grenci katilimina iligkin yeterlik edinimlerinde kendi deneyim ve
mesleki yasantilarma gore belirli bir kazanim elde ettigi goriilmektedir. Dolayisiyla biligsel kocluk
egitimi siirecinde uygulanan 6n test ve son test sonuclari1 arasinda ortaya ¢ikan anlamli fark dikkate
almarak, biligsel koc¢lugun 6grenci katilimi baglaminda 6gretmen 6z-yeterlik algisinin gelismesinde
giiclii ve etkili bir denetim araci oldugu ileri siiriilebilir.

Ikinci olarak biligsel kocluk yaklagimimin, dgretmen &z-yeterlik algisimin egitsel stratejilere
iligkin etmenler baglaminda gelismesine iliskin elde edilen nicel bulgular analiz edilmistir. Asagidaki
tablo 6’da OOYO baglaminda dort boyutta degerlendirilen egitsel stratejilerdeki 6z-yeterlik algisina
iligkin 6n/son test Wilcoxon isaretli sira testinin istatistiksel sonuglari sunulmustur.
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Tablo 6. Egitsel stratejilerdeki 6z-yeterlige iliskin Wilcoxon igaretli sira testi analizi

Sira Sira Z P
Madde Ontest-Sontest N  Ortalamasi Toplami
5 Negatif Sira 0 ,00 ,00 -3,442 ,001
Pozitif Sira 15 8,00 120,00
Esit 0
Toplam 15
9 Negatif Sira 0 ,00 ,00 -3,461 ,001
Pozitif Sira 15 8,00 120,00
Esit 0
Toplam 15
10 Negatif Sira 0 ,00 ,00 -3,501 ,000
Pozitif Sira 15 8,00 120,00
Esit 0
Toplam 15
12 Negatif Sira 0 ,00 ,00 -3,457 ,001
Pozitif Sira 15 8,00 120,00
Esit 0
Toplam 15
Aritmetik  Standart Ortalamal 7 p*
_ Ortalama Sapma ar Farki
On test 19,47 4,40
Toplam Son test 31,13 277 11,66 -3,417 .001
*p<.05

Yukaridaki tablo 6°da gosterildigi gibi, Wilcoxon isaretli sira testinin analiz bulgulari, OOYO
ile Olgiilen 6gretmen Oz-yeterlik algisinin egitsel stratejilere iliskin gelisiminde biligsel koglugun
onemli bir etkisi oldugunu ortaya koymaktadir (MD = 11.66, z = -3.417, p = 0.001). Ulasilan nicel
bulgular, ingilizce 6gretmenlerinin biligsel kogluk egitimi éncesindeki dz-yeterlik diizeyleri ile egitim
sonrast egitsel stratejilerdeki Oz-yeterlikleri arasinda istatiksel olarak anlamli bir fark oldugunu
gostermektedir (z = -3,417; p < 0,05). S6z konusu verilere gore, egitsel stratejilere iliskin 6gretmen 6z-
yeterlik diizeylerini artirmaya ¢aligan dgretmenlerin son test puanlart 6n teste gore anlamli bir farkla
daha yiiksek oldugu goriilmektedir (MD = 11,66).

Analiz sonunda elde edilen bulgular incelendiginde egitsel stratejilerde 6z-yeterlik algisinin
gelisiminin toplam dort madde de 8.00 oraniyla esit dagilim sergiledigi goriilmektedir. Bu duruma
gore Ogretmenlerin, 6grencilere ne Olgiide iyi sorular iirettigi (madde 5), farkli degerlendirme
stratejilerini ne kadar kullandig1 (madde 9), 6grenci anlamadiginda ne Olgiide farkli agiklamalar ve
ornekler sundugu (madde 10) ve sinif ortamina alternatif stratejileri ne kadar iyi uyguladigi (madde
12) boyutlarinda degerlendirdigimiz egitsel stratejilere iliskin 6z-yeterlik edinimlerinde Ingilizce
Ogretmenlerinin biligsel kogluk egitimiyle birlikte 6gretim yontem ve becerilerinde belirli agilardan
farkli kazanimlar sundugu goézlemlenmektedir. Bu acidan degerlendirdigimizde séz konusu puanlar
gergevesinde, biligsel kogluk egitimi siirecinde uygulanan 6n test ve son test analiz bulgular1 arasinda
ortaya ¢ikan anlamli fark g6z oniine alarak, biligsel kogluk egitiminin, egitsel stratejiler baglaminda
Ogretmen Oz-yeterlik algisinin gelismesi amaciyla etkili bir ara¢ olarak kullanilabilecegi belirtilebilir.

Son olarak bilissel ko¢luk yaklasiminin, 6gretmen 6z-yeterlik algisinin sinif yénetimine iligkin
etmenler baglaminda gelismesine iligkin ulagilan nicel bulgular analiz edilmistir. Asagidaki tablo 7°de
OO0YO baglaminda dort boyutta degerlendirilen 6n/son test Wilcoxon isaretli sira testinin istatistiksel
sonuclar1 sunulmustur.
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Tablo 7. Sinif yonetimindeki 6z-yeterlige iligkin Wilcoxon isaretli sira testi analizi

) Sira Z P
Madde On test-Son test N Ortalamasi Sira Toplami
1 Negatif Sira 0 ,00 ,00 -3,473 ,001
Pozitif Sira 15 8,00 120,00
Esit 0
Toplam 15
6 Negatif Sira 0 ,00 ,00 -3,416 ,001
Pozitif Sira 14 7,50 105,00
Esit 1
Toplam 15
7 Negatif Sira 0 ,00 ,00 -3,443 ,001
Pozitif Sira 15 8,00 120,00
Esit 0
Toplam 15
8 Negatif Sira 0 ,00 ,00 -3,447 ,001
Pozitif Sira 15 8,00 120,00
Esit 0
Toplam 15
Aritmetik Standart Ortalamalar 7 %
Ortalama Sapma Farki P
On test 17,53 5,78
Toplam Son test 27.60 427 10,07 -3,419 .001
*p<.05

Yukaridaki tablo 7°de gériildiigii gibi Wilcoxon isaretli sira testinin sonuglar, OOYO ile
analiz edilen smif yonetimde 6gretmen 6z-yeterlik algisinin gelisiminde bilissel kogluk yaklagiminin
giiclii bir etkisi oldugunu ortaya koymaktadir (MD = 10.07, z = -3.419, p = 0.001). Elde edilen
bulgulara gore, sinif yonetimi becerilerine iligkin 6z-yeterlik diizeylerini artirmaya c¢alisan
Ogretmenlerin son test puanlari, 6n teste gore anlamli diizeyde daha yliksek ¢ikmistir (MD: 10,07). Bu
cercevede, arastirma sorusunun yamiti icin yapilan istatiksel analiz kapsaminda, Ingilizce
ogretmenlerinin bilissel kogluk egitimi 6ncesindeki simif yonetimindeki 6z-yeterlik edimleri ile egitim
sonras1 yeterlik diizeyleri arasinda anlamli bir fark oldugunu agikca ortaya konmustur (z = -3,419; p <
0,05).

Analiz sonunda elde edilen bulgulara bakildiginda simif yonetiminde yeterlik algisinin
gelisiminin toplam iic madde de 8.00 sira ortalamasiyla esit ve yiiksek dagilim sergiledigi
goriilmektedir. Bu kapsamda 6gretmenlerin, sinif ortaminda rahatsiz edici davranisi ne kadar kontrol
edebildigi (madde 1), rahatsiz edici ve giiriiltii yapan 6grenciyi ne kadar sakinlestirebildigi (madde 7)
ve her bir 6grenci grubuyla sinif yonetim sistemini ne kadar basarili kurabildigi (madde 8)
boyutlarinda inceledigimiz sinif ydnetimine iliskin &z-yeterlik algilarmin gelisiminde Ingilizce
Ogretmenlerinin biligsel kogluk egitimi sonrasinda onemli bir artis yasadigi gozlemlenmektedir. Bu
durum farkli kademelerde calisan ve farkli deneyimlere ve mesleki yasantiya sahip olan katilime1
Ogretmenlerin sinif kurallar1 belirleme ve bunlar gergek sinif ortamina aktarma siirecinde yasadiklari
zorluklara bilissel kogluk egitimiyle beraber ¢oziim tirettikleri ve sinif yonetim sistemini daha basarili
olarak inga edebildikleri bigiminde yorumlanabilir. Ciinkii on dort haftalik bilissel kogluk egitim
siirecinde 6gretmenlere etkili smif yonetim becerilerine iligkin 15 saatlik video kayitlari, kogla yapilan
yansitict goriismeleri ve yine kogun hazirladigi sunumlart iceren oldukga kapsamli bir egitim
sunulmustur.

Diger yandan 6gretmenin, 6grencilerin sinif kurallarina uymasini ne kadar sagladigi (madde 6)
baglaminda diger maddelere gore cok az bir farkla 7.50 sira ortalamasina sahip oldugu goriilmektedir.
Ancak s6z konusu fark birbiriyle bagdasik olan diger maddelerden anlaml bir fark yaratacak kadar az
degildir. Ciinkii etkili sinif yonetim becerileri gelistirme ve bunlar1 sinif ortamina aktarma siirecinde
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biligsel kogluk egitimi boyunca farkli 6grenme modeline, farkli ilgiye sahip 6grencilerin dersin akigini
bozmadan derste kalmasina ve o dgrencilerin derste sergileyebilecekleri en iyi performanslarini ortaya
koymalarima aracilik eden farkli materyal gelistirme ya da etkinligi farklilagtirma teknikleri {izerine
oldukca biiyiik bir zaman harcanmistir. Bu kapsamda s6z konusu arastirma sorusunun yanitini
toparlamak gerekirse, On test ve son test sonuglari arasinda karsimiza ¢ikan anlaml fark gz oniine
alinarak, arastirmaya katilan Ingilizce dgretmenlerin simif yonetim becerilerini gelistirmede basarili
olduklar1 ve bu baglamda bilissel kogluk egitiminin, sinif yonetiminde dgretmen 6z-yeterlik algisinin
gelismesinde yardimei bir arag olarak kullanilabilecegi belirtilebilir.

Son olarak birbiriyle bagintili oldugu disiiniilen birinci ve ikinci arastirma sorusunun
yanitlarina iligkin buraya kadar agiklanan nicel bulgular1 6zetlemek amaciyla asagidaki tabloda biligsel
kocluk egitimi Oncesi ve sonrasi Ogretmenlerin Oz-yeterlik algismin so6z konusu ii¢ alt Slgek
kapsaminda 6n/son test Wilcoxon isaretli sira testinin bulgular1 sunulmaktadir. Biligsel kogluk egitimi
Oncesi ve sonrast uygulanan on test ve son test sonuglari arasinda ortaya ¢ikan istatiksel agidan anlaml
farka dayanarak, bilissel kogluk yaklasimiin arastirmanim amaci kapsaminda 6gretmen 6z-yeterlik
algisinin gelisiminde bahsedilen ii¢ alt 6l¢cek kapsaminda yardime1 oldugu savlanabilir.

Tablo 8. O0YO iic alt 5lcek kapsaminda &n/son test puanlari arasindaki ortalama fark degerleri

Olcek Alt Olgek Ortalama Fark P degeri
Ogretmen Ogrenci Katiliminda Yeterlilik 10,54 .001
oz-yeterlik Egitsel Stratejilerde Yeterlik 11,66 .001
Olgegi Sinif Yénetiminde Yeterlik 10,07 001

*p<.05

Tablo 8’de gosterildigi gibi Wilcoxon isaretli siralar testinin analiz sonuglar, OOYO
kapsaminda her bir alt dlgek maddesine bagl olarak oSlgiilen 6gretmen G6z-yeterlik algisina iliskin
olarak biligsel koclugun 6gretmen yeterlik algis1 puanlan iizerinde dnemli bir etkiye sahip oldugunu
ortaya koymaktadir (MD = 10.54, z = -3.416, p = 0.001). Tabloda yer alan bulgular, biligsel kogluk
egitiminin etkisiyle Ingilizce 6gretmenlerinin egitsel stratejilere iliskin 6z-yeterlik algisinin daha fazla
gelistigini gostermektedir. Egitsel becerilerin gelisiminin, 6gretmenlerin tiim 6grencileri derse dahil
edebilecek, 6grenci, farkliliklarini temel alarak kullandig1 yontem ve teknikleri farklilastirabilecek ve
boylece Ogrencilerin sinifa aidiyetlerini saglayacak bir smif ortami yaratmasina yardimci olacagi
diistiniilebilir. Elbette s6z konusu {i¢ boyutun birbiriyle bagmtili oldugu ve 6grenci merkezli 6gretim
yontem ve tekniklerin, etkili ve farkl tasarlanmig etkinlik ve materyallerin ve sinif kurallart agikca
belirlenmis, iyi yonetilen bir sinif ortami insa etmenin siireklilik ve bagdasiklik gostermesi gerektigi
unutmamalidir.

Biligsel kogluk yaklasiminin 6gretmen 6z-yeterlik algisinin gelisimine etkisini nitel bulgular
1s181inda degerlendirmek amaciyla nitel veri toplama kaynaklar1 olan BKEDF, KYBGSK, DVK ve
yansitict giinliikler araciligiyla elde edilen bulgular incelenmistir. Bu amag¢ kapsaminda dncelikle
OOYO igerigi kapsaminda 6z-yeterlik algis1 (i) 6grenci katilimi, (ii) egitsel stratejiler ve (iii) sif
yonetimi olmak {izere ii¢ alt tema biciminde siniflandirilmistir. Daha sonra ise kodlarin giivenirligini
sunmak amaciyla nitel veri kaynaklarina dayanarak, Ogretmenlerin uzlastiklar1 diisiinceler ve
ogretmenler arasinda varilan goriis birligi ve OOYO’nin igerdigi maddeler dikkate almarak 12 kod
saptanmistir. Asagidaki tablo 9’da s6z konusu tema, kod ve kullanim sikliginin detayli gdsterimi
sunulmus ve belirtilen ii¢ temanin her biri i¢in saptanan kodlar1 destekleyecek nitel bulgular
orneklendirilmistir.
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Tablo 9. Ogretmen 6z-yeterlik algis1 gelisimine iliskin tema, kod ve kullanim siklig1

Tema Kod Kullanim siklig1
Ogrenci - okul ddevlerine diisiik ilgi gdsteren d6grencileri 2
katiliminda motive etme ve yapabilecegine inandirma
oz-yeterlik -0grenci farkliliklarin1 dikkate alarak ilgiyi arttirma 7
edinimi -6grencilere 6grenmenin degerini anlamada 3
yardimc1 olma
Toplam 12
Egitsel -Ogrencilere iyi sorular iiretme 5
stratejilerde -farkli degerlendirme stratejileri kullanma 5
6z-yeterlik -zihin karigikli81 yasayan 6grencilere alternatif
edinimi aciklama ve 6rnekler sunma 3
-smufta farkli teknikler uygulama
-etkili beden dili ve ses kullanim1 6
3
Toplam 22
Sif -sinifta rahatsiz edici davraniglari kontrol etme 4
yonetiminde  -0grencilerin sinif kurallarina uymasini saglama 4
0z-yeterlik -giirtiltiicli ya da rahatsiz edici 6grenciyi 3
edinimi sakinlestirme
-her 6grenci grubuyla simif yonetim diizeni kurma 8
Toplam 19

[k olarak dgrenci katiliminda 6z-yeterlik edinimi temasi baglaminda Tablo 9°da saptanan iig
koda iliskin nitel veri kaynaklarmin incelenmesinin ardindan, Ingilizce &gretmenlerinin biligsel
koglugun o&grenci katiliminda 6z-yeterlik edinimlerine olumlu katki sagladigimi belirttikleri
gorilmiistir. Bu durumu daha iyi orneklendirmek ve acgiklamak amaciyla, s6z konusu tema
cergevesinde belirlenen ii¢ kod baglaminda farkli 6gretmen gériisleri asagida yer almaktadir. Ornegin,
Ogretmen 1 yansitict giinliigiinde, 6dev yapmada ve derse katilimda diisiik ilgi gosteren dgrencileri
motive etme baglaminda etkili geri bildirim kullaniminin islevselligine vurgu yaparak diisiincesini su
sekilde agiklamistir:

"Ogrencilerimin hem derslere daha etkin katiliminda hem de verdigim ddevleri yapmada daha
istekli olduklarint ve ogrenmek icin daha fazla ¢aba gosterdiklerini, biligsel ko¢luk egitimi
sirasinda daha da etkinlestirme ve farklilastirma firsati buldugum etkili geri bildirim
kullamimlarim sayesinde gormiis oldum. Bu kazamim benim igin ogretme ydntem ve
tekniklerimde 6grenci farkliklarini da dikkate alarak farkli ve yaratici geri bildirim sunmam
gerektigini 6gretti."
Benzer bicimde 6gretmen 8 de BKEDF’ de, okulda yeterli motivasyona sahip olmayan
Ogrencilerin ilgisini arttirmak i¢in Ogrenci farkliliklari goz Oniine alinarak Ogretin yontem ve
tekniklerinde farklilasmanin 6nemli oldugunu belirtmistir:

"Biligsel kogluk egitiminde izledigimiz ornek ders videolar: ve bilissel kogun ornek ders
sunumlart sonunda, ogretmenlik yasantimda en ¢ok zorlandigim konuda biiyiik kazamm elde ettim.
Derse cok fazla etkin katilim gostermeyen bu anlamda ilgisi diisiik ogrencilerin motivasyonunu
arttrmak icin hazirladigim farkll etkinlikler ve uyguladigim farkli yontemler ¢cok yararli oldu.
Ozellikle farkli égrenme tiiriine sahip ogrencileri grup calismasi baglaminda bir araya getirip
aralarinda bir etkilesim yaratmanin ogrencilerin ilgisini nasil da arttirdigint gézlemlemis oldum.
Grup c¢alismast ya da ikili ¢aliyma ortaminda ogrencilerin birbirleriyle yaptiklart paylasimlar
gercekten ¢ok degerliydi."

Ogretmen 11 de BKEDF’ de &grenci katilimimi arttirmada, dgretmenin sergiledigi 1ihmli ve
rehber roliin 6grencinin kendine ydnelik inancimi pekistirme ve Ogrenmenin Onemini kesfetmesi
baglaminda 6nemine deginmistir:

"Biligsel kog¢luk egitimi siirecinde izledigim videolarda en ¢ok ilgimi ¢eken ve ogretme
yontemlerime dahil etmem gerektigini anladigim en onemli nokta diisiik ilgiye sahip oOgrencilere
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yonelik ogretmenin sergiledigi hi¢ de israrct ve zorlayici olmayan rehber roliindeki tutumdu.
Ogretmenin égrencinin motivasyonunu arttirmak icin siirekli onun cevaplayacagi sorular sormasi ve
cevaplayamadigr soru oldugunda 1srarla beklemek yerine farkly sorular sorarak ve ozellikle
kisisellestirilmis sorularla ilgisini tutmaya ¢alismasi, ogrencinin yapabildigine dair kendine inancini
saglamakla beraber ilgisini de arttirmaktadir. Béylece Ogrencilerim ogrenmenin onemini de fak
etmeye basladilar. Bu a¢idan bunu derslerimde etkin olarak kullanmanin bir zorluk yaratmayacagini
anlamis oldum."

Arastirmaya katilan Ingilizce &gretmenlerinin bilissel kogluk egitimi sonrasi Ogrenci
katilimindaki 6z-yeterlik algilarinin gelisimine iliskin uzlas1 sagladiklar1 diigiincelerin, diisiik ilgiye
sahip O0grencilerin motivasyonunu arttirma, farkli zeka tiirline sahip 6grenci gereksinimleri dikkate
alma ve ders plan1 hazirlama, 6gretmenin sinif i¢i yapici tutumu araciligiyla 6grencilerin kendilerine
iliskin inancini giiclendirme ve &grenmenin degerini anlamalarini saglama, smif ici etkinlikleri
cesitlendirerek farkli yontem ve teknikleri sinif ortamina aktarma ve dgrencilere basarilarimi arttirmaya
yonelik olarak etkili geri bildirimler sunma gibi cesitli yeterlik alanlar1 baglamida sekillendigi
goriilmektedir. Dolayisiyla yukarida verilen ornekler de dikkate alindiginda, genel olarak bilissel
koglugun, Ingilizce 6gretmenlerinin 6grenci katilimindaki 6z-yeterlik algilarinin gelisiminde oldukca
etkili oldugunu ve bu anlamda farkindalik ve yetkinlik gelistirdiklerini belirttikleri anlagilmaktadir.

Ikinci olarak, egitsel stratejilerde 6z-yeterlik edinimi temas1 baglaminda Tablo 9’da gosterilen
bes koda iliskin nitel veri kaynaklarinin incelenmesinin ardindan, ingilizce 6gretmenlerinin bilissel
koglugun egitsel stratejilerde Oz-yeterlik edinimlerine Onemli katki sagladigini  belirttikleri
saptanmigtir. Ogretmenlerin egitsel stratejilerde 6z-yeterlik gelisimlerini daha iyi 6rneklendirmek ve
detaylandirmak amaciyla, s6z konusu tema g¢ercevesinde belirlenen bes kod baglaminda 6gretmen
goriisleri asagida yer almaktadir. Ornegin; 6gretmen 13 dgrenciler arasindaki seviye farkliliklarmin
dikkate alinarak her bir 6grencinin 6zerk bir 6grenen oldugu gercegine génderimde bulunarak farkli
soru teknikleri gelistirmenin 6neminden yansitici giinliigiinde su sekilde bahsetmistir:

"Her ogrencinin farkli anlama ve ogrenme seviyesi oldugunu diistinerek ders planini daha
ozenli hazirlamam gerektigini anladim. Ciinkii 6grenci ¢esitliligi kapsaminda hazirlanan ders planinin
dersin isleyisinde ve 6grenci katilvminda ¢ok onemli oldugunu ogrendim. Bu agidan sinifta her bir
ogrencinin ozerk bir birey oldugunu, farklt 6grenme ve anlama big¢imi oldugunu dikkate alarak farkl
soru teknikleri gelistirmem ve daha ag¢ik yonerge kullanmam gerektigini fark ettim."”

Ogretmen 9 da anlama giicliigii ¢eken oOgrencilere yardimci olmada farkli agiklama ve
orneklendirme stratejilerinin gelistirilmesine BKEDF’ de dikkat ¢cekmistir:

"Bilissel kogluk egitimi sonunda d&grenci seviyelerinden kaynakli ortaya ¢ikan durumlar
yonetmek ve dersin biitiin 6grenciler icin anlagilir olmasin saglamak icin anlama giicligii yasayan
ogrencilere farkll aciklama ve orneklendirme tekniginin kullanmimimin gerekliligini anladim. Bundan
sonra derslerimde bu teknigi stirekli uygulamam lazim."

Ogrencilerin kendi 6grenme durumlarmi kesfetmelerine yardimer olmanin onlarin dgrenme
stirecine etkisini 6gretmen 10 yansitici giinliigiinde su sekilde agiklamistir:

"Hem ogrencilerin kendi 6grenmelerinin farkina varmalari hem de ilerleme saglamalart igin
ogrenciye konuya iliskin kendilerinin gii¢lii oldugu ya da zorlandiklart noktalar diisiindiirmenin
etkisini ogrendim. Bu anlamda kullanilan konunun zorluk ya da kolaylik derecesine iliskin ogrenciden
istenilen puanlama tekniginin ¢ok etkili oldugunu anladim."”

Arastirmaya katilan Ingilizce 6gretmenlerinin bilissel kogluk egitimi sonras1 egitsel
stratejilerdeki Oz-yeterlik algilarinin gelisimine iligkin fikir birligi sagladiklar1 diistinceler, farkli
degerlendirme stratejilerinin 6grencilerin derse katilimda onemli bir isleve sahip oldugunu anlama,
yaratic1 soru sorma becerisinin gelismesinin 6grencilerin her birinin kendilerini degerli hissetmesinde
ve motivasyonlariin artmasinda etkili oldugunu kesfetme, egitsel strateji olarak "hayali pekistireg"
kullanim teknigini kullanma, her bir 6grenciyi derse katilima tesvik etmede 6rneklendirme ve farkli
teknikler ve farkli degerlendirme stratejileri gelistirme ve bdylece Ogrencilerin kendi 6grenme
durumlarini kesfetmelerine yardimet olma ve etkili beden dili kullaniminin 6grencilerin ilgisini ¢ekme
ve motivasyonlarini arttirmada yardimci oldugunu anlama gibi farkli yeterlik alanlar1 ¢ergevesinde
gelisim sagladiklarin1 gostermektedir. Bu baglamda yukarida verilen 6rnek 6gretmen goriislerine de
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dayanarak, biligsel koclugun O6gretmenlerin egitsel stratejilerinde 6z-yeterlik algilarmin gelisimine
etkisini degerlendirmek gerekirse, bilissel koglugun 6gretmenlerin egitsel stratejilerindeki 6z-yeterlik
algilarinin gelisiminde olduk¢a etkili oldugunu ve dolayisiyla bu duruma iliskin mesleki anlamda
farkl bir kazanim ve biling gelistirdikleri belirtilebilir.

Son olarak sinif yonetiminde 6z-yeterlik edinimi temasi1 baglaminda Tablo 9’da gdsterilen dort
kodla iliskili olarak belirtilen nitel veri kaynaklarmin incelenmesinin ardindan, Ingilizce
ogretmenlerinin biligsel koglugun sinif yonetiminde 6z-yeterlik edinimlerine énemli katki sagladigini
belirttikleri gdzlemlenmistir. Ogretmenlerin simif ydnetiminde 6z-yeterlik gelisimlerini daha iyi
orneklendirmek ve anlamlandirmak amaciyla, s6z konusu tema g¢ercevesinde belirlenen dort kod
baglaminda yansitici giinliik ve video kayitlarindan ¢ikarilan farkli 6gretmen goriisleri asagida yer
almaktadir. Ornegin, 6gretmen 14 giiriiltii yapan ve dersin akisini bozan dgrenci ya da 6grencileri
yonetmek icin acgik ve net olarak simif kurallarinin belirlenmis olmasina bagli olduguna dikkat ¢ekerek
yansitict giinliigiinde bu durumu su sekilde ifade etmistir:

"Bilissel kogluk egitiminde sinif yonetiminde yeterlik edinimi konusunda izledigim videolardan
en biiyiik ¢tkarmmim sinif i¢i kurallarin acgik¢a tamimlanmast oldu. Bu konuda kendimi gelistirmem
gerektigi ve daha acgik ve net sumf kurallari belirleyerek sinif diizenini saglamam gerektigini
diigtiniiyorum. Ciinkii kurallarin belirlenmesi ve bu kurallara é6grencilerin uymast dersin niteligi
tizerinde olduk¢a etkili. Sinif icinde ortaya c¢ikmasi muhtemel kargasayr onlemek agisindan da
kurallarin onemli olduguna inaniyorum."

Ogretmen 2 BKEDF’ de yeterlik algisinin gelisiminin smifta rahatsiz edici davramslari kontrol
etme lizerine diisiincesini su sekilde agiklamistir:

"Sinif yonetiminde yeterlik gelistirmenin oOgretmenin etkin bir sinif ortami yaratmasinda
oldukg¢a onemli oldugunu egitim sirasinda izledigim videolar araciligryla anlamis oldum. Bu noktada
ozellikle sinifta rahatsiz edici davranis sergileyen, dersin akisint bozan ve konusma egilimi gosteren
ogrencileri uyarmada daha dikkatli ve kati olmam gerektigini 6grendim. Dersin diizenini saglamak
icin yer degisikligi yapma, ders disinda konusan ogrencilerle birebir iletisim kurarak nigin
konustuklarint ve bunun onlara olumsuz etkilerden bahsetmek gibi tekniklere bagvurabilecegimi
anladim."

Ogretmen 9 da sinif kurallarina 6grencilerin uymasini saglamada ve rahatsiz edici davranis
sergileyen Ogrencilerin kontrol etmede Ogretmen durusunun Onemini yansitici giinliiglinde ifade
etmistir:

"Sinif yonetimi saglarken ogretmenin tutumunun ve beden dilinin olduk¢a onemli oldugunu
bugiinkii egitim videolarindan anladim. Elbette 6grencilerin derse aktif katilimi saglamak icin ilimli ve
esnek bir ders ortami yaratmak énemli ancak dersin diizeni bozuldugu an dgretmenin nasil bir durus
ogrencilere yonelik daha dik ve kati bir durus davranis gelistirmem gerektigini fark ettim. Ayrica ¢ok
nadiren de olsan G&gretmenin hedef dil yerine ogrencileri uyarirken ana dil kullanmiminin da
ogrencilerin toparlanmasinda daha biiyiik etkisi oldugunu gézlemledim."

Arastirmaya katilan Ingilizce Ogretmenlerinin bilissel kogluk egitimi sonrasi smif
yonetimindeki 6z-yeterlik algilarinin gelisimine iligkin ortak goriis paylastiklart gesitli diisiincelerin,
smif yonetiminde rahatsiz edici davramislari engellemek ve smif diizenini saglamak siirecinde
Ogretmen durusunu daha etkili kullanma ve géz temasin1 daha sik kurma ve bdylece sinif yonetimi
giiclendirerek hem Ogrencilerin kurallara uymasini saglama hem de dersin amaclarina ulasmasini
arttirma, etkili simif yonetimi saglayarak smif ici olasi problem durumlarini engelleme ya da
problemlere etkili ¢éziimler sunma, sinifta 6gretmen otoritesi kurarak 6grenci basarisini arttirma gibi
farkli yeterlik ve gelisim alanlar1 etrafinda bigimlendigi goriilmektedir. Bu anlamda, yukarida
ornekleri verilen sinif yonetiminde 6z-yeterlik edinimine ilisgkin 6gretmen goriislerinden elde edilen
nitel bulgulara da dayanarak, biligsel koglugun ingilizce 6gretmenlerinin sinif yonetiminde 6z-yeterlik
algilarmin gelisimine etkisinin oldukca etkili oldugunu ve bu baglamda bilissel kogluk egitiminin
ogretmenlere farkli baglamlar ¢ergevesinde biligsel diizeyde farkindalik kazandirdigini belirtilebilir.

Kisaca ikinci aragtirma sorusunun yaniti i¢in elde edilen nitel bulgular degerlendirildiginde,
biligsel kogluk egitimin 6gretmenlerin 6z-yeterlik algilarinin biitlin olarak gelisiminde oldukea etkili
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oldugu ve nicel bulgularla da paralellik gostererek en yiiksek diizeyde 6z-yeterlik algisinin gelisiminin
egitsel beceriler kapsaminda oldugu gozlemlenmektedir. Dolayisiyla biligsel kogluk yaklagiminin
amacina uygun olarak, bu arasgtirma kapsaminda uygulanan bilissel kogluk egitiminin dgretmenlerin
iist biligsel becerilerinin gelisiminde ve biligsel farkindalik ediniminde etkili sonuglar ortaya koydugu
ve boylece biligsel koclugun Ogretmenlere 6z-denetim, 6z-gbzetim ve 0Oz-degisim becerilerinin
gelisimine katki saglayarak nihai hedef olarak 6z-yeterlik algisinin gelisimine etkili bir kaynak oldugu
belirtilebilir. Sonug olarak, bu ¢alisma kapsaminda, ingilizce 6gretmenlerinin sahip olduklari, var olan
bilgileri ve igsel kaynaklar1 kesfetmelerinde ve s6z konusu bilgi ve kaynaklar1 kullanma siirecinde
yansitma becerisi ya da yansitic1 pratikler gelistirmelerinde ve bunun sonucunda da kendi biligsel
becerilerini diizenleme, kontrol etme, gozlemleme ve yonetme yeteneklerini kapsayan o6z-yeterlik
algilarinin artmasinda biligsel ko¢lugun oldukga giiclii bir kaynak oldugu goriilmektedir.

Tartisma, Sonu¢ ve Oneriler

Egitimde bagariya ulagabilmek ve egitimsel amaglari gerceklestirmek icin Ggretmenlerin
mesleki gelisiminin desteklenmesinin 6neminden hareketle, bu calismada Egitim 4.0 baglaminda,
Ogretmen denetiminde yenilik¢i, yansitici denetim uygulamalarindan biri olan bilissel kocluk
yaklasimina odaklanilmis ve egitimsel baglamlarda biligsel kogluk yaklagiminin 6gretmen 6z-yeterlik
algisinin gelisiminde etkili ve islevsel bir kaynak olarak kullanilip kullanilmayacagi arastirilmastir.
Glinlimiiz egitim sisteminde hizla ortaya c¢ikan degisim ve doniisiimler, 6gretmenin sinif ortaminda
siirekli genisleyen sorumluluk alanlarini agiga ¢ikarmis ve beraberinde d6gretmene 6gretmenlik roliiniin
Otesinde egitim lideri kimligi agilayan yenilikleri getirmistir. Bu baglamda, dgretmenlerin mesleki
gelisimlerinin baskilama ve yargilamadan uzak, tamamen Ogretme, simf i¢i planlama, egitsel ve
yonetimsel becerilerinin gelistirilmesine olanak taniyan uygulamalarla desteklenmesi olduk¢a 6nemli
hale gelmistir. Bu arastirmada da, ogretmenlerin bilissel kogluk egitimiyle algi ve davranislarini
olumlu yonde etkileyerek, 0z-yeterlik ve etkililik algilarmi nasil gelistirecegine 151k tutmak ve
Ogretmenin smif icindeki egitim lideri roliinii gliglendirmek amacglanmaistir.

Calismada 6ncelikle incelenen biligsel kogluk egitiminin, ingilizce égretmenlerinin dgretmen
0z-yeterlik algisinin gelisimini biitiin olarak ne 6l¢iide etki ettigine iligkin elde edilen nicel sonuglar
incelendiginde, bilissel koglugun 6gretmen 6z-yeterlik algisinin gelisiminde gii¢lii bir etkisi oldugu
sonucuna ulagilmistir. Bu agidan uygulanan 6n test ve son test arasinda ortaya ¢ikan sonuglar arasinda
gozlemlenen anlamli fark, biligsel kogluk yaklasimmin 6gretmen 6z-yeterlik algisinin gelisiminde
etkili bir denetsel arag olduguna sonucunu desteklemektedir. Yapilan pek ¢ok calismada kogluk
uygulamalari, etkili ve onemli bir yetki kaynagi olarak, kaliteli ve nitelikli 6gretim pratiklerinin
gergeklesmesi ve Ogretmenin egitsel becerilerinin  desteklenmesi amaciyla sunulan 6gretim
uygulamalarinin igine yerlesik olarak konumlanan bir mesleki gelisim stratejisi olarak
uygulanmaktadir. Bu ¢alismanin temel inceleme konusu olan bilissel kogluk yaklagimimin bu anlamda
Ogretmenlerin 0gretim siirecinde bilgi ve beceri gelistirmesinde ve bu siirecin planlama, 6gretme,
analiz etme ve uygulama gibi tiim agsamalarinda biligsel farkindalik yasamasinda ve hem biitiin olarak
oz-yeterlik algilarii gelistirmesinde hem de 6grenci katilimi, egitsel stratejiler ve siif yonetiminde
0z-yeterlik olmak iizere {i¢ alt tema baglaminda gelisiminde etkili ve anlaml1 sonuglar ortaya koydugu
bulgularla desteklenmektedir.

Sonrasinda s6z konusu arastirma sorusuyla iligkili olarak incelenen ikinci arastirma sorusunun
nicel ve nitel sonuglar1 da biligsel kogluk yaklasiminin 6gretmen 6z-yeterlik algisint (i) 6grenci
katilmi, (ii) egitsel stratejiler ve (iii) smif yonetimi kapsaminda etkili sonuglari oldugunu
gostermektedir. Biligsel koglugun dgretmen 6z-yeterlik algisinin gelisimine etkisine yonelik 6zellikle
Ogretmen goriislerine dayanan nitel veriler 1s1ginda, bu calismada ulasilan sonuglarin, Costa ve
Garmston (2002)’ un biligsel ko¢luk yaklagimina yonelik yaptiklart tanimlama ve amaglarla da
ortiistiigii goriilmektedir. Costa ve Gramston (2002) biligsel koglugun temel amacini, 6gretmen Gz-
yeterlik algisinin ve etkililiginin arttirilmasi olarak agiklamislar ve 6gretme siirecinde O0gretmenin
farkindalik kazanmasina, kendi begenisini arttirmasina, Ogretim yontem ve tekniklerine iliskin
bilgilenmesine ve oOgretmenin (i) 0z-gdzetim, (ii) Oz-yonetim ve (iii) Oz-degisim becerilerini
gelistirmesine olanak taniyan bir yaklasim olarak tanimlamislardir. Bu baglamda Costa ve Gramston
(2002)’ nun biligsel kogluk yaklasimi igerigine ve amacina bagli olarak bu arastirma kapsaminda da
bilissel kogluk egitiminin, Ingilizce &gretmenlerinin 6z-gdzetim, ©z-ydnetim ve oOz-degisim
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becerilerinin gelisimine 6nemli kazanimlar sundugu ve bunun sonucu olarak da 6z-yeterlik algilariin
gelismesinde glclii ve etkili bir isleve sahip oldugu nicel ve nitel sonuglar baglaminda ortaya
konmaktadir. Caligma kapsaminda Ozellikle egitsel beceriler kapsaminda 6z-yeterlik algisinin
gelisiminde gdzlemlenen artis, katilimecr Ingilizce &gretmenlerinin ortalama deneyim yilmin 6
olmasina bagli olarak, ders ici yeni yontem ve tekniklerin sinif ortamina aktarimi, 6grenci farkliliklar:
dikkate alinarak ders plani hazirlama ve materyal gelistirme, 6grenci ilgisini arttirmaya yonelik ders
sunumu gergeklestirme gibi degiskenler baglaminda mesleki yeterliklerini ve 6gretim becerilerini
arttirmaya ihtiya¢ duyduklar1 biciminde yorumlanabilir.

Benzer olarak bilissel koclugun Ogretmen 0Oz-yeterlik algisina etkisinin incelendigi
alanyazinda yapilan ¢aligmalar da 6gretmenlerin 6z-yeterlik diizeyinde 6nemli bir artis yasadiklarini,
yansitict goriismeler araciligryla hem mesleki hem de kisisel gelisim gosterdiklerini, iistbiligsel
becerileri kullanmada ve yansitici geri bildirimler vermede ¢ok daha etkili olduklarini ve bu kapsamda
0z-gelisim yasadiklarini gostermektedir (Baker, 2008; Diaz, 2013; Edwards vd., 1998; Evans, 2005;
Gibson ve Dembo, 1984; Lee, 2008; Loeschen, 2012; Maginnis, 2009). S6z konusu calismalara ek
olarak, bilissel kocluk ve Ogretmen Oz-yeterlik algisin incelendigi diger calismalar da 6gretmenin
kendi 6gretim yasantisina ve deneyimine iligkin derinlemesine diisiinme firsati sunarak bir takim
yansitmalarda bulunmasinda ve bdylece Ogretmenin biligsel siirecleri harekete gecirilerek biligsel
farkindalik boyutunda kalic1 degisikler ve kazanimlar elde etmesinde ve sonucunda da 6z-yeterlik
algisinin gelismesinde biligsel kogluk yaklagiminin énemli sonuglar1 oldugunu ortaya koymaktadir
(Alicea 2014; Brooks, 2000; Burnet 2015; Corter ve Francis, 2001; Costa ve Garmston, 2002;
Edwards ve Newton 1995; Eger, 2006; Ellison ve Hayes, 2009; Gonzalez Del Castillo 2015; Goker,
2012; Goker, 2020; Maskey 2009). Bu acidan diger kogluk yaklagimlari gibi 6gretmenlerin kararlarini
etkileyen algi ve inanglara dikkat cekerek Ogretmenlerin Oz-yeterlik algilarini, 6z-denetim
mekanizmalarini ve egitsel becerilerini gelistirmeye yonelik bir arag olarak biligsel kogluk yaklagimina
iligkin bu aragtirma sonunda ulasilan sonuglarin, alanyazinda yapilan daha onceki calismalarin
sonuglartyla bagdasiklik gosterdigi ve bu agidan dnceki arastirma sonuglarinin iz diigiimiinii yansittigi
goriilmektedir.

Diger taraftan elde edilen sonuglar, Hoy (1998)’ un dgretmen 6z-yeterlik algisinin gelisiminin
Ogretmene yansimalartyla da iligkilendirilebilir. Hoy 6z-yeterligi, 6gretmenin 6grencinin 6grenme
sirecinde yasadigi zorluk ya da problemlere iligkin strateji belirleme ve gelistirme, smif igi
motivasyon ve davraniglara yonelik giiglii kaynaklar yaratma baglaminda énemli ¢iktilar sundugunu
ileri stirmiigtiir. Bu agidan bu calisma kapsaminda uygulanan bilissel kogluk egitimiyle birlikte
Ingilizce 6gretmenlerinin kendi dgretim siiregleri ve ogretmenlik yasantilarma iliskin 6z-yeterlik
algilarinin gelisiminin 6grenci katilimi1 baglaminda 6grenci basarisinin, ilgisinin ve motivasyonun
artmasi, egitsel stratejiler kapsaminda planlama, hedef belirleme, yeni teknik ve yontemlerin kullanimi
ve gelistirilmesi ve sinif yonetimi ¢ergevesinde de stres yonetimi, problem ¢ézme, ¢dziim liretme gibi
durumlar baglaminda olduk¢a 6nemli sonuglar1 oldugu goriilmektedir.

Ayrica bu aragtirma kapsaminda biligsel kog¢lugun ogretmenlerin 6z-yeterlik algilarinin
gelisimine iliskin elde edilen sonuglarin Bandura (1997) ‘nin 6z-yeterlik olgusuna yonelik belirledigi
dort beklenti boyutuyla da bagdastigi goriillmektedir. Bandura (1997)’ nin (i) uzmanlagma deneyimi,
(i1) dolayli deneyimler, (iii) sozlii iknalar ve (iv) psikolojik ve duygusal durumlara uyum deneyimi
olmak tizere toplam dort boyutta degerlendirdigi 6z-yeterlik olgusuna iliskin beklentiler ¢ergevesinde
biligsel koglugun ogretmen 0Oz-yeterlik edinimine etkisini inceledigimizde, 6grenci katiliminda ve
egitsel stratejilerde Oz-yeterlik gelisimini uzmanlasma ve dolayli deneyimlere iliskin elde edilen
gelisim alanlar1 oldugu anlasilmaktadir. Ciinkii uzmanlagsma deneyimleri, 6grenci basarisini ve
motivasyonu arttirma, 6grenme siirecindeki basarisizliklara ¢éziim iiretme, dgrencinin yaraticiligini
ortaya ¢ikarma ve yapabildigine dair inang gelistirme yoniinde 6gretmelerin egitsel becerilerine katki
sunmakta ve bdylece 6z-yeterlik algisindaki yiikselisle sonuglanmaktadir (Bandura, 1997). Kisilerin ve
Ogretim pratiklerinin gozlemlenmesiyle elde edilen dolayl deneyimler ise grup ¢alismasi, ikili ¢aligma
gibi hedeflenen etkinlikte 6grenci basarisinin ve ilgisinin, yapabildigine dair giiven ve inancin
gozlemlenmesiyle ulasilan sonuglarla bagintilidir (Bandura, 1997). Dolayisiyla bu galigmada biligsel
koglugun 6grenci katilimi ve egitsel stratejilerdeki 6z-yeterlik edinimine iliskin sonuglar, diisiik ilgi
gosteren 6grencileri motive etme, 0grencileri iyi yapabilecegine inandirma, 6grencilere 6grenmenin
degerini anlamada yardimci olma, 6grenci farkliliklarma yonelik farkli etkilikler planlama gibi
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boyutlar iizerinden bakildiginda Bandura’nin (1997) tanimladigi uzmanlagma ve dolayli deneyimlerin
icerigine gonderimde bulundugu goriilmektedir. Ayrica Bandura’nin (1997) 6z-yeterlik beklentisi
olarak tanimladig1 sozlii ikna kullanimmin da 6grencilere iyi sorular iiretme, farkli degerlendirme
stratejileri kullanma ve zihin karisiklig1 yasayan 6grencilere alternatif acgiklama ve Ornekler sunma
siireglerini iceren egitsel stratejilerdeki 6z-yeterlik gelisimiyle paralellik olusturdugu goriilmektedir.
Son olarak Bandura’nin (1997) 6z-yeterlik kavraminda tanimladigi psikolojik ve duygusal durumlar
baglaminda uyum deneyimleri ise 6gretmenin sinif yonetim becerisi baglaminda sinifta rahatsiz edici
davraniglart kontrol etme, rahatsiz edici Ogrenciyi sakinlestirme, sinifta diizen insa etme gibi
Ogretmenin sinif yonetiminde O6z-yeterlik algisini gelisimiyle 6zdeslik olusturdugu goriilmektedir.
Ciinkii uyum deneyimleri, psikolojik ve duygusal uyarilma sonucunda ortaya ¢ikmakta ve 6gretmenin
performans1 kapsaminda yeterlilik ya da yetersizlik hissine baglh olarak, kaygi, stres ya da heyecan
algisinin deneyimlenip deneyimlenmemesiyle iliskilendirilmektedir.

Biligsel kocluk ve 6gretmen 6z-yeterlik algisinin gelisiminin énemini Egitim 4.0 baglaminda
ele aldigimizda ise Egitim 4.0'm Onerdigi yenilik¢i ve liderlige dayali 6grenme ve Ogretmen
ortamlarinin sonucu olarak 6gretmenlere tanimlanan yeni gorev ve sorumluluk alanlarinin yerine
getirilmesi ve gorevlerin basariyla tamamlanmasi amaciyla 6gretmenlerin bilissel gelisimlerini ve 6z-
yeterlik algilarinin gelisimin olduk¢a 6nemli oldugu goriilmektedir. Bu agidan Egitim 4.0 ile birlikte
ortaya c¢ikan yenilikci cagda hem dijital hem de fiziksel baglamda ortaya c¢ikan degisim ve
doniistimlere 6gretmenlerin adapte olabilmelerinde ve yeni sorumluluklarini gerceklestirmede yiiksek
Oz-yeterlik algisina ve biligsel gelisime sahip &gretmenlerin 6z-yonetim becerileri olan 6grenenler
olarak, Egitim 4.0' m talep ettigi sekilde hem kendileri hem de Ogrencileri i¢in yenilik¢i 6grenme
firsatlarin1 yakalamada en etkin dzneler oldugu belirtilmektedir (Goker ve Uriin Goker, 2021: 875). Bu
arastirma kapsaminda da biligsel kocluk egitimi araciligiyla {istbilissel mekanizmalarin 6gretme
stirecini kolaylastirmadaki rolii ve etkisi dikkate alinarak, ogretmenlerin iistbilissel mekanizmalari
harekete gegirilerek hem kisisel hem de mesleki boyutta tistbilissel farkindalik yasadiklar1 ve sonunda

kazandiklari bulgular araciligiyla desteklenmektedir.

Kisaca, dgretmen 0z-yeterlik algis1 yiiksek Ogretmenlerin pek ¢ok farkli baglamda, olumlu
mesleki tutum ve algi1 gelistirdigi ve bu anlamda da istekli, istikrarli, sorumluluk sahibi olmak gibi
davraniglarin edinilmesinde ve pekistirilmesinde ve ayrica istendik 6grenci g¢iktilarinin ulagilmasinda,
Ogrenci basarisint ve motivasyonunun arttirllmasinda egitsel c¢iktilarla iliski olarak giiclii ve etkili
performans ve pratikler sunduklar1 hem yapilan 6nceki calismalarda hem de bu arastirmada
gbzlemlenmistir. Bu acidan bu arastirma sonunda da 6gretmenlerin iist biligsel siire¢lerinde farkindalik
kazanmasina olanak taniyan biligsel kogluk egitiminin, 6gretmen 0z-yeterlik algisinin gelisiminde
oldukga etkili oldugu sonucuna ulasilmig ve bilissel kogluk yaklagiminin, 6gretmenlerin 6z-yeterlik
algilarinin ve egitsel becerilerinin artmasinda ve bunun sonucunda hem kisisel hem de mesleki
yasamlarinda bir takim iyilesme ve yeni deneyimler yasamalarinda dnemli etkiler yarattigi bulgularla
ortaya konmustur.

Sonug olarak bilissel kogluk yaklagimimin, 6gretmenlerin kendi ogretim siiregleri ve
ogretmenlik yasantilarina iligkin 6z-yeterlik algilarinin gelisiminde 6grenci katilimi baglaminda
Ogrenci bagarisinin, ilgisinin ve motivasyonun artmasinda, egitsel stratejiler kapsaminda planlama,
hedef belirleme, yeni teknik ve yontemlerin kullaniminda ve siif yonetimi cercevesinde de stres
yoOnetimi, problem ¢dzme, ¢oziim liretme gibi durumlar baglaminda oldukc¢a 6nemli ¢iktilar ortaya
koydugu goriilmektedir. Bu anlamda biligsel koglugun, &gretmenlerin kendi Ogretim pratiklerini
coziimlemek ve degerlendirmek adina biligsel becerilerinin gelisimine yardimci olan bir katalizor
islevi gordigii belirtilebilir.

Bu calismanimn Ingilizce dgretmenlerine, kendi &gretim baglamlarinda kullandiklar egitim
programi ve igerigine uyma becerilerine ve yeteneklerine iligkin inanglarint degerlendirmeleri ve
Ogretim yontem ve tekniklerine iliskin gelisim gostermeleri icin bir temel sagladig: diisiiniilmektedir.
Ancak bu calisma sonunda elde edilen sonuglar, Ingilizce &gretmenleri igin 6nemli ¢ikarimlar
sunmakla beraber, s6z konusu sonuglar bu g¢aligmanin smirliliklar1 ve Orneklemi c¢ergevesinde
degerlendirilmektedir. Bu agidan alanyazina katki saglayacag: diisiiniilerek biligsel kogluk iizerine
yapilabilecek ileriki ¢alismalar igin Ingilizce 6gretmenlerinin 6z-yeterlik alg1 ve egitsel becerilerinin
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gelisimini daha biiyiik perspektiften géormek amaciyla, dncelikle farkli 6rneklem biiyiikligi ve daha
uzun egitim siiresi veya agsamalari planlanarak uygulanabilecek bir bilissel kogluk egitim programi
gelistirilmesi Onerilebilir. Sonrasinda bilissel kogluk yaklasiminin farkli alanlarda gorev yapan
Ogretmenler iizerindeki etkililigini 6l¢mek ve farkli konu alanina 6zgii degisiklikleri analiz etmek icin
biligsel kogluk yaklasiminin farkli alanlarda c¢alisan Ogretmenlerin 6z-yeterlik algi ve egitsel
becerilerinin gelisimine etkisini gérmek ve bdylece daha verimli sonuglar ortaya koymak amaciyla
farkli galigmalara ihtiya¢ duyulabilir. Ayrica biligsel kogluk egitimi alan Ogretmenlerin biligsel
diizlemde yasadiklar1 degisimi ve farkindalig1 kendi egitsel becerileri ve 6gretim pratikleri {izerindeki
yansimasini ortaya koymak ve farkli agilardan betimlemeler sunmak amaciyla farkli veri toplama
araglar gelistirilerek yapilabilecek galismalara da ihtiya¢ duyulabilir.
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Introduction

Sustainable disaster awareness means that individuals and societies understand disaster risks,
take the necessary precautions to reduce these risks, and adopt sustainable development approaches to
increase resilience against disasters. This concept goes beyond managing the short-term effects of
disasters and includes an integrated approach with long-term social, economic and environmental
sustainability goals. In particular reducing the effects of disasters and building social resilience are an
integral part of sustainable development goals (UN, 2015; UNISDR, 2015). McEntire, Fuller,
Johnston and Weber (2002) state that sustainable development makes positive contributions to
sustainable disaster mitigation, disaster studies and disaster risk reduction processes. This relationship
highlights that disaster management should be integrated with long-term development goals so that
both social and environmental resilience can be increased. Therefore strengthening disaster resilience
is of critical importance to minimize the impacts of disasters and increase social resilience. Disaster
resilience includes not only post-disaster recovery but also developing a proactive approach to
disasters.

Ensuring resilience against disasters requires a multidisciplinary approach and cooperation.
International roadmaps are needed to carry out these processes systematically and to certain standards.
The Hyogo Action Plan and the Sendai Action Plan provide a guide for countries in this direction,
enabling them to develop strategies to reduce disaster risks and increase resilience. Therefore
establishing a disaster resilience culture has become one of the priority goals of countries.
Strengthening disaster resilience is possible through the implementation of educational programs at all
levels. This situation enables societies to be better prepared for disasters. This situation provides an
opportunity for societies to be better prepared for disasters (Varol & Kirikkaya, 2017).

The Hyogo Plan of Action and the Sendai Framework stand out as important international
documents in terms of raising disaster awareness and reducing disaster risks. Particularly within the
scope of the Hyogo Action Plan, between 2005 and 2015, it was aimed to reduce disaster risks and
make societies more resilient to disasters. In line with the Hyogo Plan of Action, strategies have been
developed to encourage joint efforts by governments, local authorities and communities to raise
disaster awareness (UNISDR, 2005). The Sendai Framework, adopted in 2015, addressed
strengthening resilience against disasters and increasing social awareness. In addition, within the scope
of this agreement, emphasis is placed on increasing disaster awareness, and the importance of
predicting disasters and disseminating training and awareness campaigns to reduce the effects of
disasters are underlined (UNISDR, 2015). As a result both agreements encourage international
cooperation to better understand and prepare for disaster risks.

Following the explanations discussed above, global efforts to increase disaster awareness
require a sustainable approach to minimize the effects of natural disasters, especially earthquakes. In
particular earthquake awareness includes not only immediate intervention but also developing long-
term strategies. Accordingly within the scope of sustainable earthquake awareness, it is aimed for
communities to be conscious of disasters, understand the risks and be prepared for these risks. This
understanding needs to be strengthened through both education and community-based practices
(UNISDR, 2015). As a result of disasters in the last century, millions of people have lost their lives
and billions of dollars of economic losses have occurred worldwide. The relationship between the
level of development of countries, the degree to which they are affected by disasters and their
resilience capacities stands out as a determining factor in this process (Glindiiz, 2022). Therefore, at
this point, exemplary practices regarding sustainable earthquake awareness in the world are important.
In this context it is possible to give examples of successful practices regarding sustainable earthquake
awareness in countries such as Japan and New Zealand.

Japan in particular is one of the leading countries in earthquake awareness and preparedness.
Earthquake awareness programs included in the education curriculum, regular drills and effective
cooperation with local governments have created awareness throughout society. In addition the
Japanese disaster management system supports awareness efforts by improving building standards and
developing technological early warning systems (Shaw & Goda, 2004). In addition the “Bosai” culture
in Japan represents a holistic approach to disaster risk reduction. This concept is derived from two
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Japanese roots meaning “prevention” and “disaster.” Bosai represents the people’s historical tradition
of being prepared for natural disasters and learning from experience. Developed after devastating
events such as the Great Hanshin and Tohoku earthquakes in Japan, this culture offers a multi-level
system that includes individual responsibility, social solidarity, and technical measures. Therefore,
bosai culture ensures that earthquake awareness is transmitted across generations (Yazici, 2023).

On the other hand New Zealand promotes earthquake awareness with its “Get Ready, Get
Thru” campaign. This campaign is designed with a sustainable approach to provide information on
what the community should do during an earthquake, as well as encouraging them to adopt long-term
risk reduction measures. Moreover, the campaign also contributes to the development of a sustainable
disaster awareness culture by encouraging long-term risk reduction measures. Educational materials
and public service announcements within the scope of the campaign were prepared to appeal to
different age and social groups (Ministry of Civil Defence Emergency Management, 2015).

Similar to practices around the world, sustainable earthquake awareness studies in Tiirkiye are
supported by training programs and drills conducted by the Disaster and Emergency Management
Presidency (DEMP). Especially within the scope of the “Tiirkiye Disaster Education Year” launched
in 2021, millions of people have been trained in disaster awareness, and this awareness has been made
permanent with events such as “Disaster Awareness Week.” These practices aim to make individuals
and societies resilient to disasters (AFAD, 2021).

In addition the Twelfth Development Plan (2024-2028) includes content for developing
strategies to reduce Tiirkiye’s earthquake risk. In this context it is envisaged to strengthen earthquake
preparations throughout the country, to implement strategies to reduce disaster risks and to integrate
sustainable development goals with disaster management. Within the scope of the plan, priority areas
such as geodynamic research, earthquake risk analysis and development of new technologies have
been determined. In addition it is aimed to increase various training and awareness programs in order
to prepare for disasters and create social awareness on this issue. In this way, it is planned to make
Tiirkiye more resilient to earthquake risk and to achieve sustainability goals in this process
(Presidency of the Republic of Tiirkiye Strategy and Budget Directorate, 2024). Within the
framework of the 2024 Tiirkiye Century Education Model Geography Curriculum of the Ministry of
National Education, it is aimed to increase the environmental awareness of students through
achievements regarding disasters and environmental problems in geography education. In this context
the basic approach of the geography curriculum enables students to develop a conscious approach to
disasters and use this information for the benefit of society (MEB [Ministry of National Education],
2023). These steps taken for the curriculum are expected to make significant contributions to
sustainable earthquake awareness. In the literature review on earthquake awareness conducted with
university students, the following studies were identified: Ertugrul and Unal (2020), Tekin (2020),
Geng and Sozen (2021), Tekin and Dikmenli (2021), Bilen and Polat (2022), Gezer and Sahin (2022),
Arslan and Kuyulu (2023), Bor (2023), Budak and Kandil (2023), Dogru and Coskun (2023), S6zen
and Geng (2023), Sen and Yetim (2023), Yildiz and Oztiirk (2023), Atalay (2024), Degirmenci and
Altunay (2024), and Yalgin (2024). In these studies, it was observed that studies on sustainable
earthquake awareness were limited. In the existing literature, the general awareness and preparedness
level for earthquakes has generally been examined. In addition, it was understood that the studies
examining the sustainable earthquake awareness dimension were limited to the studies of S6zen and
Geng (2023) and Budak and Kandil (2023). Moreover the study of Budak and Kandil (2023) was
carried out in the field of sports sciences.

However, in the current literature, earthquake awareness appears to be sufficiently addressed
in studies conducted in the university context of the Marmara Region. This situation is considered as
an important formation considering the high earthquake risk structure in the region.

Transforming earthquake awareness into a sustainable lifestyle is not limited to individuals
having knowledge. It is also necessary to transform this knowledge into behavior and integrate it into
daily life. Therefore in order to increase social resilience, it is important to acquire disaster awareness
at an early age and especially to reinforce it at the university level. University students are seen as
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carriers of disaster awareness due to both their openness to learning and the roles they will undertake
in the future.

The Purpose of the Research

The aim of this research is to determine the earthquake awareness levels of students studying
at a university located in the southwest of the Marmara Region. The region in question is at risk of a
possible major earthquake due to its proximity to active fault lines and increasing population density.
Therefore, the level of knowledge and preparedness of the young population in the region regarding
disasters has the potential to provide meaningful data in terms of disaster management policies at both
regional and national levels.

In line with this purpose, the following sub-objectives were focused on:

* Do the earthquake knowledge and sustainable earthquake awareness of the participants differ
according to gender?

» How are the earthquake knowledge and sustainable earthquake awareness of the participants
distributed according to their grade levels?

* What is the distribution of the descriptive statistics of the total scores of the participants
regarding the sustainable earthquake awareness and earthquake knowledge level scales?

* What is the distribution of the multiple correlation analysis of the total scores and sub-
dimensions obtained from the Earthquake Knowledge Level Scale and Sustainable
Earthquake Awareness scales?

Method
Research Design

The research was conducted using quantitative research design. Quantitative research is a
method in which data is collected through secondary sources such as statistics or structured
questionnaires produced by the researcher (secondary data) (Kozak, 2014). According to Creswell
(2014), quantitative research is a method that aims to test a certain hypothesis through the collection,
analysis and interpretation of measurable data during the research process. This type of research is
usually carried out using numerical data collection tools (surveys, tests, observations) and through
statistical analysis. Accordingly quantitative modeling in the research was carried out according to the
descriptive survey model. Descriptive survey model is a research design used to define the current
situation regarding a research topic and to reveal the characteristics of this situation. This model
collects data to describe the current status of individuals, objects or events at a particular time and is
usually based on surveys, observations or analysis of existing records (Karasar, 2013). Therefore the
application of the survey technique was considered to be an ideal approach in terms of revealing the
extent of the relationship between participant awareness and factors such as education, social
consciousness and environmental factors.

Sample

In the study non-random convenience sampling method was used because it is advantageous
in terms of practicality, time management, ease of access and inclusive participation (Creswell, 2014;
Etikan, Musa, & Alkassim, 2016). The sample of the study consisted of 564 students, 350 female and
214 male, studying in different faculties of a university located in the southwest of the Marmara
Region. Frequency and percentage distribution data regarding the characteristics of the research
sample are given in Table 1.
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Table 1. Frequency and percentage distribution data of the research sample

Variable Category N (%)
Gender Male 214 37.94
Female 350 62.06
Class 1% Class 148 26.24
27 Class 147 26.06
3" Class 138 24.48
4™ Class 118 20.92
5t Class 13 2.30
Department ~ Emergency Aid and Disaster Management 160 28.37
of Geography 129 22.87
Education g i1 Studies Teaching 187 33.16
Geography Teaching 88 15.60
TOTAL 564 100

Data Collection Process

Before the data collection process, the necessary permissions were obtained from the Ethics
Committee of Canakkale Onsekiz Mart University Graduate Education Institute. Then, the necessary
permissions were obtained from the faculty deans within the scope of the Rectorate approval. The data
in the study were collected between 25/03/2024 and 03/01/2025. The participants answered the survey
questions online.

Data Collection Tool

Two different data collection tools were used in the research. These are the Sustainable
Earthquake Awareness Scale and the Earthquake Knowledge Level Scale developed by Geng and
S6zen (2021) and Geng and S6zen (2022), both of which are 5-point Likert-type scales. Sustainable
Earthquake Awareness Scale is a tool consisting of three dimensions and 22 positive items. The
internal consistency coefficient of the scale (Cronbach alpha) was determined as 0.884. The
dimensions of the scale were defined as Earthquake-Structure Relationship (4 items), Earthquake
Preparedness Application (11 items) and Earthquake Preparedness (7 items). The lowest score that can
be obtained from this scale is 22, and the highest score is 110. Increased scores from the scale indicate
that individuals have greater awareness of earthquakes. In this study, the internal consistency
coefficient of the scale was found to be 0.827. Earthquake Knowledge Level Scale is also a 5-point
Likert-type scale and consists of 19 positive items in three dimensions. In previous studies conducted
by researchers, the internal consistency coefficient (Cronbach alpha) of this scale was found to be
0.868. The dimensions of the scale were determined as Knowledge of the Distribution of Earthquake
Zones (7 items), Knowledge of Earthquake Effects (7 items) and Earthquake Education (5 items). The
lowest score that can be obtained from this scale is 19, and the highest score is 95. Increased scores
from the scale indicate that individuals have more knowledge about earthquakes. In this study, the
internal consistency coefficient of the scale was found to be 0.919.

Data analysis

After the research data were collected, descriptive and relational analyses were conducted. The
analysis process began with the examination of normality findings. According to the test results, it was
determined that the majority of the data showed normal distribution. In order to make a definitive
assessment, skewness and kurtosis values were examined. According to George and Mallery (2016),
skewness and kurtosis values between -2 and +2 indicate acceptable normal distribution, while a
stricter criterion between -1 and +1 indicates a stronger normal distribution. It was determined that the
skewness and kurtosis values obtained in the study varied between -0.599 and 0.993 for the knowledge
level scale and between 0.012 and 1.305 for the awareness scale. Accordingly, it was concluded that
the data had a normal distribution since the values in question were between -1.5 and +1.5. After
determining that the data showed normal distribution, independent sample t-test, one-way analysis of
variance (ANOVA) and TUKEY Multiple Comparison Test were applied. Additionally, the Pearson
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Correlation test was used to examine the relationships between the scales and their sub-dimensions
used in the study.

Findings

In this study in which the earthquake awareness of students studying in different faculties and
departments of the university is examined in terms of various variables, findings are included
according to the research problems of the study.

Findings regarding the First Sub-Problem

In this section the distribution of participants’ earthquake awareness according to the gender
variable was evaluated.

Table 2. T-test results for the differences in the sub-dimensions of the earthquake knowledge level scale of the
participants according to gender

Variables Gender N X S sd t p

Earthquake Female 350 74.05 11.17

knowledge level 562 2.70 .007
Male 214 71.12 13.21

Knowledge of the Female 350 28.03 4.86

distribution of 562 2.44 .015

earthquake zones Male 214 26.88 5.69

Knowledge of Female 350 28.94 4.71

earthquake effects 562 2.63 .009
Male 214 27.77 5.34

Earthquake Female 350 28.94 4.94

education 562 1.40 160
Male 214 7.77 5.12

According to Table 2, it is seen that the level of knowledge of female participants about
earthquakes is generally higher than that of male participants. In particular, it was determined that the
average scores of female participants were significantly higher in the variables of earthquake
distribution knowledge (t=2.44, p=0.01), earthquake effects knowledge (t=2.63, p=0.009) and total
earthquake knowledge level (t=2.70, p=0.007). However, it is noteworthy that there is no significant
difference between genders in the earthquake education (t=1.40, p=0.16) sub-dimension.

Table 3. T-test results for the differences in the sub-dimensions of the sustainable earthquake awareness scale of
the participants according to gender

Variables Gender N X S sd t p
Sustainable ~ Female 350 69.74 7.96
Earthquake  Male 214 67.90 929 562 2.397 .017
Awareness
Earthquake-  Female 350 12.42 3.22
Structure Male 214 11.96 335 562 1.604 .109
Relationship
Earthquake Female 350 31.22 8.02
Preparedness  pMale 214 31.40 8.54 562 -.243 .808
Application
Earthquake Female 350 26.08 6.08
Preparedness  Male 214 24.53 5.47 562 3.048  .002

According to Table 3, it was found that women had higher awareness than men in the
variables of sustainable earthquake awareness (t = 2.40, p = 0.01) and earthquake preparedness (t =
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3.05, p = 0.002) and it was found to be statistically significant. However, it is noteworthy that there is
no significant difference between the genders in the variables of earthquake-structure relationship (t =
1.60, p = 0.10) and earthquake preparedness practice (t = -0.24, p = 0.80).

Findings related to the Second Sub-Problem

In this section the distribution of the participants’ earthquake awareness according to the
variable of the grade level they study was evaluated. Accordingly firstly the ANOVA test results were
evaluated. Finally TUKEY analysis was performed for significant differences. All the workflows
performed for the Earthquake Knowledge Level Scale were also performed for Sustainable Earthquake
Awareness.

Table 4. ANOVA analysis results for the class level difference of the earthquake knowledge level scale of the
participants

. . Source of Significant
Dimensions Variance KT sd KO F p D igfference
Earthquake Intergroup 2160.691 5  540.173 3.783 .005** 1-4
Knowledge Intragroup 79810.378 559 142.773 2-4
Level Total 81971.069 563
Knowledge of Intergroup 369.000 4 92.250 3.443 .009** 1-4
the Intragroup 14976.636 559 26.792
Distribution of  Total 15345.637 563
Earthquake
Zones
Knowledge of Intergroup 173.076 4 43.269 1.746 138
Earthquake Intragroup 13851.922 559 24.780
Effects Total 14024.998 563
Earthquake Intergroup 424.592 4  106.148 4.316 .002%* 1-4
Education Intragroup 13748.363 559 24.595 3-4
Total 14172.956 563

** p<0.05 [lst Grade (1), 2nd Grade (2), 3rd Grade (3), 4th Grade (4), 5th Grade (5)]

According to Table 4, significant differences were found between the groups in terms of
earthquake knowledge level dimension [F(4-559) = 3.783; p = 0.005]. Significant differences were
found between groups 1-4 and 2-4. Significant differences were also observed in the knowledge of the
distribution of earthquake zones dimension [F(4-559) = 3.443; p = 0.009], and the difference was
found between groups 1-4. No significant difference was found between the groups in the knowledge
of earthquake effects dimension [F(4-559) = 1.746; p = 0.138]. Significant differences were found in
the earthquake education dimension [F(4-559) = 4.316; p = 0.002], and significant differences were
found between groups 1-4 and 3-4.

Sustainable earthquake awareness of the participants according to their educational status is
shown in Table 5.
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Table 5. ANOVA analysis results for the class level difference of the sustainable earthquake awareness scale of
the participants

. . Source of Significant
Dimensions Variance KT sd KO F p D ﬁ"ference
Sustainable Intergroup 853.447 4 213362 2971  .019** 1-4
Earthquake Intragroup 40142.445 559 71.811
Awareness Total 40995.892 563
Earthquake- Intergroup 92.488 4 23.122 2.170  .071
Structure Intragroup 5957.262 559 10.657
Relationship Total 6049.750 563
Earthquake Intergroup 969.492 4 242.373 654 .006** 1-4
Preparedness Intragroup 37077.649 559 66.329
Application Total 38047.142 563
Earthquake Intergroup 233.489 4 58.372 1.680  .153
Preparedness Intragroup 19417.511 559 34.736
Total 19651.000 563

** p<0.05 [Ist Grade (1), 2nd Grade (2), 3rd Grade (3), 4th Grade (4), Sth Grade (5)]

According to Table 5, a significant difference was found between the groups in terms of
sustainable earthquake awareness dimension [F(4-559) = 2.971; p = 0.019]. A significant difference
was found between groups 1-4. No significant difference was found in the earthquake-structure
relationship dimension [F(4-559) = 2.170; p = 0.071]. Significant differences were observed in the
earthquake preparedness practice dimension [F(4-559) = 3.654; p = 0.006], and a significant difference
was found between groups 1-4. No significant difference was observed between the groups in the
earthquake preparedness dimension [F(4-559) = 1.680; p = 0.153].

As a result, a statistically significant difference was found between the groups in terms of
sustainable earthquake awareness, and this difference was particularly evident between the first and
fourth groups. However, no significant difference was found between the groups in terms of
earthquake-structure relationship. When evaluated in terms of earthquake preparedness practices, a
significant difference was observed between the groups, and this difference was again found to be
evident between the first and fourth groups. On the other hand, no statistically significant difference
was found between the groups in terms of earthquake preparedness in general.

Findings related to the Third Sub-Problem

In this title, the distribution of descriptive statistics regarding the total scores of sustainable
earthquake awareness and earthquake knowledge level scales is given.

Table 6. Descriptive statistics of the total scores of the participants for the Sustainable Earthquake Awareness
Scale and Earthquake Knowledge Level Scale

SEAS EKLS
Classification Score Range X f % Score Range X f %
Low Level 22-51.33 13 2.30 19-44.33 10 1.77
Intermediate Level 51.34-80.67 510 90.43 44.34-69.66 182 32.27
High Level 80.68-110 41 7.27 69.67-95 372 65.96
Total 69.044 564 100 72.94 564 100

According to Table 6 it is seen that a medium level of awareness is exhibited with the
Sustainable Earthquake Awareness Scale (SEAS) mean score (X = 69.04). In addition, it was
determined that the students’ earthquake knowledge levels were high with the Earthquake Knowledge
Level Scale (EKLS) mean score (X = 72.94). These results show that the students’ earthquake
knowledge and awareness levels are generally above average and that they have a strong awareness
and knowledge level in both scales.

Findings regarding the Fourth Sub-Problem

In this title, the distribution of multiple correlation analysis of total scores and sub-dimensions
obtained from the Earthquake Knowledge Level Scale and Sustainable Earthquake Awareness Scales
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was evaluated. The relationships between these variables were examined to determine the extent to
which earthquake knowledge contributes to sustainable earthquake awareness. Additionally, the
strength and direction of correlations among the sub-dimensions were analyzed to identify significant
patterns and potential predictors. These findings provide insights into the role of knowledge in
fostering a culture of earthquake preparedness and resilience.

Table 7. Multiple correlation analysis of the total scores and sub-dimensions of the participants from EKLS and

SEAS
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EKLS Correlation 1 815™ 858™ 703" 388" 336™ 2377 044"
Sig. 000 000 .000 .000 .000 000 296
N 564 564 564 564 564 564 564
Knowledge of the  Correlation 1 6417 282 273" 198 097 149"
Distribution of Sig. .000 .000 .000 .000 .021 .000
Earthquake Zones N 564 564 564 564 564 564
Knowledge of Correlation 1 400" 2777 202 074" 185"
Earthquake Sig. .000 .000 .000 .078 .000
Effects N 564 564 564 564 564
Earthquake Correlation 1 373" 403 395 -234™
Education Sig. .000 .000 .000 .000
N 564 564 564 564
SEAS Correlation 1 .687 783 -,026™
Sig. .000 .000 533
N 564 564
Earthquake- Correlation 1 5957 -389™
Structure Sig. .000 .000
Relationship N 564 564
Earthquake Correlation 1 -,591*
Preparedness Sig. .000
Application N 564
Earthquake Correlation 1
Preparedness Sig.
N 564

##p<0.01, p<0.05 * (N=564)

According to Table 7, there is a positive and strong relationship between Earthquake
Knowledge Level Scale (EKLS) and Knowledge of the Distribution of Earthquake Zones (r = 0.815, p
< 0.05), Knowledge of Earthquake Effects (r = 0.858, p < 0.05) and Earthquake Education (r = 0.703,
p < 0.05). This shows that as earthquake knowledge increases, students’ knowledge about earthquake
distribution, effects and education also increase. Highly significant relationships were found between
Sustainable Earthquake Awareness Scale (SEAS) and Earthquake-Structure Relationship (r = 0.687, p
< 0.05) and Earthquake Preparedness Application (r = 0.783, p < 0.05). However, the correlations
between Earthquake Preparedness and other variables are lower, and there is a negative relationship
between Earthquake Education and Earthquake Preparedness (r = -0.234, p < 0.05). Finally, a negative
and significant relationship was found between Earthquake Preparedness and Earthquake Preparedness
Application (r = -0.591, p < 0.05).

When the relationship between the Earthquake Knowledge Level Scale (EKLS) and the
Sustainable Earthquake Awareness Scale (SEAS) is examined, it is seen that there is a significant
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correlation between the two scales (r = 0.388, p < 0.05). This finding shows that as individuals’
knowledge levels about earthquakes increase, their sustainable earthquake awareness also increases.

In addition, the correlations between the sub-dimensions of the EKLS (Knowledge of the
Distribution of Earthquake Zones, Knowledge of Earthquake Effects, Earthquake Education) and the
SEAS are positive and significant. In particular, the relationships between Knowledge of the
Distribution of Earthquake Zones (r = 0.273, p < 0.05) and the SEAS show that individuals’ having
more knowledge about earthquakes increases their awareness levels.

Discussion, Conclusion and Suggestions

According to the research findings, female students’ knowledge levels in areas such as
“Earthquake Knowledge Level,” “Knowledge of Earthquake Effects,” “Earthquake Preparedness,” and
“Knowledge of the Distribution of Earthquake Zones” are generally higher than those of male
students. However, both groups demonstrate similar levels of awareness in “Earthquake Preparedness
Application” and “Earthquake—Structure Relationship.” As a result, it can be said that although the
effect of the gender factor on earthquake awareness is evident, education and awareness-raising
activities should be strengthened in both gender groups in order to turn awareness into practice. On the
other hand, in the study conducted by Sézen and Geng (2023), it was found that male students had
significantly higher knowledge in the “Knowledge of Earthquake Effects” dimension than female
students; and female students had significantly higher awareness in the “Earthquake-Structure
Relationship” dimension than male students. It was determined that male students had a higher
perception of earthquake consequences, while female students had a higher perception of earthquake-
resistant structures. Similarly in the research conducted Tiirksever (2021) on undergraduate students, it
was concluded that the scores of female students were slightly higher than the scores of male students.
When the results found by Kayali (2018) and Kivrak (2019) and the results found by S6zen (2019) and
Aksoy and Sozen (2014) are evaluated together, it is understood that a gender-based approach does not
show a definite tendency in earthquake-themed studies. Giindiiz (2022) stated that gender-sensitive
steps should be taken in integrated disaster management to reduce social vulnerability in disasters.
This approach is of great importance in terms of not ignoring the unique risks that groups such as
women, children and the elderly face during disaster processes. Restructuring disaster training and
response plans according to different gender roles both increase the level of pre-disaster preparedness
and make the post-disaster recovery process more inclusive. Therefore, adopting gender equality
perspective in disaster management policies will increase resilience at both individual and societal
levels. Akbal and Tagbas (2024) emphasize the importance of gender equality in disaster management
and emphasize that women should be supported psychologically, socially and economically. Our
research findings show that female participants have higher earthquake awareness levels compared to
male participants. This result supports the fact that empowering women in terms of knowledge and
awareness against disasters is critical for sustainable earthquake awareness. Gender-sensitive
education and awareness-raising activities will increase the overall resilience of society by ensuring
that women take an active role in disaster processes.

When the ANOVA results were evaluated according to the participants’ “Earthquake
Knowledge Level” scale, there were significant differences in the subjects of “Earthquake Knowledge
Level”, “Knowledge of the Distribution of Earthquake Zones” and “Earthquake Education” according
to the grade level of the students. Therefore, the knowledge levels of students on these subjects vary
according to the grade level. However, no difference was found according to the grade level in the
subject of “Knowledge of Earthquake Effects”. This shows that students have a similar level of
knowledge about earthquake effects and that grade level is not a determining factor in this regard. In
the study by Soézen and Geng (2023), it was determined that 4™ graders had significantly higher
average scores than 1% graders in the “Earthquake Education” sub-dimension according to their grade
levels. While it is observed that the average scores increase as the grade level increases in this sub-
dimension, the significant difference is between the 1st and 4™ grades. This result is consistent with
the findings in the research.

When the TUKEY test results were examined for the grade-level differences in the Sustainable
Earthquake Awareness Scale, significant differences were found between 1 and 4™ graders in the total

199



Journal of Education, Theory and Practical Research 2025, Voll1, Issue 2, 190-204 Davut ATMACA, Hayri CAMURCU

dimension of “Sustainable Earthquake Awareness” and the sub-dimension of “Earthquake
Preparedness Application.” This suggests that topics such as “Earthquake-Structure Relationship” and
“Earthquake Preparedness” show a homogeneous pattern across grade levels. Since significant
differences exist between classes in “Sustainable Earthquake Awareness” and “Earthquake
Preparedness Application,” these topics should be addressed more effectively in the curriculum during
the later stages of education. Similarly, S6zen and Geng¢ (2023) found that 4™ graders scored
significantly higher than 1% graders in total “Sustainable Earthquake Awareness” scores, which aligns
with the current findings. Kilicbey et al. (2024) also reported significant grade-level differences in the
sub-dimensions of “earthquake education,” “earthquake preparedness application,” and the overall
“sustainable earthquake awareness,” with higher scores observed among 4" graders. However,
consistent with the present study, no significant differences were found in the sub-dimensions of
“knowledge of earthquake effects” and “earthquake-structure relationship” by grade level, indicating
that grade does not influence knowledge in these areas. In addition, Kivrak (2019) and Sozcii and
Aydinozii (2019) emphasized the importance of disaster education at all levels of education,
supporting the need for comprehensive curricula throughout schooling years. On the other hand,
Kiligbey et al. (2024) did not find significant grade-level differences in the “knowledge of the
distribution of earthquake zones” sub-dimension, which contrasts with the current findings.
Additionally, Degirmenci and Altunay (2024) observed no significant differences in knowledge level
and awareness scales across grade levels overall, though they reported a significant difference favoring
2" graders in the “earthquake education” sub-dimension.

2

On the other hand, it was determined that the majority of the participants had a moderate level
of awareness (90.43%) in terms of the Sustainable Earthquake Awareness Scale, but the rate of those
who reached a high level of awareness was quite low (7.27%). In the research of S6zen and Geng
(2023), it is seen that the “Sustainable Earthquake Awareness Scale” scores are low and moderate
(62.86%). On the other hand, the results of the Earthquake Knowledge Level Scale show that the
majority of the participants have moderate (32.27%) to high (65.96%) knowledge. The fact that the
rate of individuals with a low level of knowledge is quite low (1.77%) indicates that the participants
are generally knowledgeable about earthquakes. In the research of S6zen and Geng (2023), it is seen
that the “Earthquake Knowledge Level Scale” scores of university students are at medium (45.36%)
and high levels (53.73%). This shows that students have basic knowledge about earthquakes, but this
knowledge does not turn into sustainable awareness. Therefore, while students have sufficient
knowledge about what an earthquake is and how it occurs, it can be said that this knowledge is not
sufficiently reflected in the precautions and preparation processes applicable in daily life. Moreover, it
is understood that there is awareness about earthquakes but the precautions that need to be taken and
long-term preparations are not sufficiently adopted. It also reveals the necessity of more practical
training and applications in order for disaster awareness to go beyond theoretical knowledge.

The findings obtained in this study are similar to the study of Geng¢ and S6zen (2022) in some
aspects but also contain some differences. First of all, the strong and positive correlations between the
Earthquake Knowledge Level Scale (EKLS) and the dimensions of Knowledge of the Distribution of
Earthquake Zones, Knowledge of Earthquake Effectsand Earthquake Education (r=0.815; r=0.858;
r=0.703; p<0.05) largely overlap with the findings of Geng and S6zen (2022). In both studies, it was
revealed that as earthquake knowledge increased, individuals became more equipped with the spatial
distribution, effects and education of earthquakes. This situation also overlaps with the previous
literature emphasizing the importance of education and information in earthquake awareness studies.

On the other hand, similarly strong and significant relationships (r=0.687; r=0.783; p<0.05)
were reported by Gen¢ and Sozen (2022) between the Sustainable Earthquake Awareness Scale
(SEAS) and the Earthquake-Structure Relationship and Earthquake Preparedness Application. In both
studies, it was determined that sustainable earthquake awareness is closely related to building safety
and individual preparedness processes. In particular, the high correlation between the Earthquake
Preparedness Application and SEAS (r=0.783) shows that individuals attach more importance to
earthquake preparedness applications as their sustainable awareness levels increase.

However significant differences were observed in the correlations between the Earthquake
Preparedness dimension and other variables. While Geng and Sézen (2022) determined a significant
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and moderate correlation between Earthquake Preparedness and Earthquake Knowledge Level, this
relationship is weaker and insignificant in the current study (r=-0.026, p>0.05). It is thought that this
difference may be due to the sample groups used in the studies, sensitivity differences in the data
collection tools, or individual perceptions of the participants.

Additionally, the significant negative correlation between Earthquake Preparedness and
Earthquake Preparedness Application (r=-0.591, p<0.05) is a finding that differs from the study of
Geng and Sozen (2022). While Geng and S6zen (2022) suggested that earthquake preparedness and
applications are positively correlated, the opposite trend was observed in this study. This may suggest
that even if individuals are aware of earthquake preparedness, they experience deficiencies in
implementing preparedness applications. It should be taken into consideration that factors such as
individual effort and lack of resources may be effective, especially in preparation processes.

In addition, the negative relationship between Earthquake Education and Earthquake
Preparedness (r=-0.234, p<0.05) is noteworthy. While Gen¢ and Sozen (2022) did not report a
significant negative correlation between these two variables, a negative relationship was observed in
the current study. This suggests that educational processes may affect individuals’ perception of
earthquake preparedness in different ways and that the differences between the educational content
and the perceptions of the participants may have led to this result. However, it is thought that disaster
education may affect individuals’ perceptions of preparedness in different ways and that differences in
the training content and perceptions of the participants may have caused this result. There is evidence
in the literature that disaster awareness and resilience are acquired from an early age (Aslanderen and
Berkant, 2023; Cavus and Balgin, 2020; Sahin and Durualp, 2024; Tuncer, S6zen and Sakar, 2021).
These findings show the importance of disaster education in increasing the preparedness levels of
individuals against disasters. However, the negative correlation obtained reveals the complexity of the
timing, content and implementation methods of disaster education. This situation shows that disaster
education should be designed in a continuous and context-sensitive manner appropriate to age and
education level. In this context, it is important that disaster education is not limited to the transfer of
information only, but also supported by practical applications aimed at increasing the sensitivity and
preparedness levels of individuals against disasters.

Finally, the positive correlation between the Earthquake Knowledge Level Scale and the
Sustainable Earthquake Awareness Scale (r=0.388, p<0.05) shows that as individuals’ earthquake
knowledge increases, their sustainable awareness also increases. This finding is in line with Geng and
Soézen (2022) and S6zen and Geng (2025) supporting that earthquake education can be an important
tool for increasing sustainable awareness.

In line with the results explained above, the following recommendations are made:

» Course contents on disaster awareness in universities should be expanded to all grades and
interdisciplinary courses focusing on providing sustainable earthquake awareness should be
added.

» Practical training programs that include drills, simulations and field studies to support
theoretical knowledge should be developed, especially so that individuals with high
earthquake awareness can integrate this information into daily life.

» Disaster education programs should be organized by taking gender differences into
consideration and taking into account sensitivities in this regard.

» In order for earthquake awareness to become sustainable, a disaster culture should be created
not only through education but also through media, social campaigns and public awareness
activities.

» Interactive and practical education methods should be developed especially for male students.
Similarly, special education programs should be prepared for class levels with low sustainable
awareness levels.

» Considering that earthquake-building relationship and preparedness practices are significantly
related to sustainable awareness, education and awareness campaigns on building safety,
disaster preparedness strategies of local governments and individual preparedness measures
should be encouraged.
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» In order to increase the awareness of university students about earthquakes and to train
individuals who are prepared for disasters; seminars, drills and practical training programs
should be organized in cooperation with universities, 112 Emergency Call Center, Provincial
Health Directorates, fire departments, The Turkish Red Crescent and local governments.

» In addition to educational activities, sustainable earthquake awareness can be created through
continuous and targeted information campaigns to be carried out on social and visual media
platforms; thus, society can be supported to become resilient to disasters.

» Conducting similar studies in regions with different earthquake hazard levels, at different
education levels (secondary school, high school, university, etc.) and in different socio-
demographic groups will make significant contributions to measuring and developing
sustainable earthquake awareness throughout society.

» Future research can reveal the connection between course content in different departments and
students’ disaster awareness, preparedness, and response skills.

» The harmony between university disaster management strategies and student awareness can be
evaluated and campus-based sustainable awareness models can be proposed.

» This research only focused on earthquakes. In future studies, examining individual and social
awareness and preparedness levels for other types of natural disasters such as floods, fires,
hurricanes and landslides will contribute to the creation of a comprehensive disaster
awareness.
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Introduction

As intelligent beings, humans have made progress in many areas of social life, including
scientific, technological, social, cultural, and political aspects, and have also attempted to dominate
nature, especially by transforming scientific findings into technology. However, the effort to regulate
social life and dominate nature has brought with it numerous problems. The deterioration of social values
and norms, along with the disruption of nature’s balance, has given rise to various social and
environmental problems. The social and environmental problems encountered have had a negative
impact on individual and social life in many ways, and a search for solutions has been initiated. In the
search for solutions to social and environmental problems, there have been debates and dilemmas about
what is right and wrong, what should be done and what should not be done, what is desired and what is
not, and attempts have been made to produce solutions that can be agreed upon. These studies have led
to the emergence of a discipline/field of study we call "ethics." Ethics, which initially emerged as an
applied branch/field of philosophy, has been accepted as a scientific discipline/field of study by various
scientific disciplines, and scientific studies have begun to be conducted on it (Cetinkaya et al., 2016;
Bagerer et al., 2016; Akin et al., 2018; Karatay, 2022).

nmn

Ethics is derived from the Greek word "ethos/ethicos," meaning "character," "custom,"
"method," and "tradition," and has two meanings. The first meaning is habit, custom, or tradition; the
second meaning is internalizing existing customs, habits, and traditions in society by reflecting on them,
questioning them, and criticizing them, making them a defining characteristic of one's personality
(Aydn, 2003; Uzun, 2015; Ozel, 2018). Various definitions of ethics exist. According to Karakiitiik
(2002), Aydin (2003), and Aypay (2009), ethics is "a set of rules and principles, or a set of behaviors
and principles accepted by a group of people or society." According to the Council of Higher Education
(CoHE) (2014), ethics is "the field of thought in which people reflect on the foundations of living by
observing values and based on these, develop theoretical and social tools that can help distinguish right
from wrong, find and implement correct behavioral patterns.” Definitions of ethics emphasize the
processes involved in determining what is right and wrong, what is desirable, and what is undesirable.
In conducting scientific activities, scientists are expected to adhere to academic honesty, along with
fairness, transparency, accountability, and responsibility. In this context, scientific activities must
respect human rights and dignity, environmental and animal rights, and adhere to the principles of
publication ethics. Furthermore, it is imperative that the publication procedures, as well as the scientific
nature of the publication, meet professional and ethically acceptable standards (Unal et al., 2012).

Purpose and Method of the Study

The lives of individuals and societies are guided by ethical values in the natural and engineering
sciences, social sciences, humanities, and health sciences. While there are similarities in the application
of ethical values between the natural and engineering sciences, and social and human sciences, there are
also differences in scientific, research, and publication ethics depending on the specific discipline. The
purpose of this study is to reveal, based on observations and literature, the similarities and differences
in scientific, research, and publication ethics between the two disciplines.

The study was conducted using the analysis and reorganization of data obtained from the
literature. The data obtained from the literature were organized using the following headings determined
by the researchers: "science ethics," "research ethics," "publication ethics," "science ethics in natural
science," "science ethics in social sciences," and "comparison of scientific ethics in natural sciences and
social sciences." The data were obtained from the literature and online sources. The obtained data were
first sorted and analyzed according to the study's headings, and then rearranged according to the study's
headings to reach their final form.

Scientific Ethics

Science is the act of investigating the unknowns in the universe based on thought and
experiments (Boydak, 2011). In science, ethics are gaining importance day by day in scientific studies
conducted to obtain objective results of reality. Although scientific ethics is also expressed as "academic
ethics", the term "science ethics" was preferred in this study because it is more accepted. There are
various definitions of what scientific ethics is. According to Ors (1994), scientific ethics is "the field
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where value problems that arise during the conduct of all academic activities and the proposed solutions
to them are discussed." According to Pieper (1999), scientific ethics is "the moral demands that scientists
must comply with while doing science". According to the Council of Higher Education (2014);
Scientific ethics is "the adherence to ethical codes of conduct by academics in sharing their knowledge
and experience during their scientific work and academic activities, in transferring them to their students,
in the production and evaluation of scientific studies, in the rewarding and promotion stages of their
relationships with different stakeholders in society, in the structuring of scientific institutions and
universities based on scientific competence, and in the training of well-trained scientists."

Definitions related to scientific ethics emphasize the rules to be followed in scientific research
and publications. Scientific ethics are strategically important in ensuring that scientists' scientific
research and publications are valid, reliable, and of high quality. According to Erdem (2021), scientific
ethics is defined as "the values, principles, and criteria to be followed in scientific processes and
activities." Unethical behaviors that occur in scientific studies are observed as a result of scientists'
inadequate research training, disciplinary, and ethical awareness, as well as individuals' desire for rapid
promotion, ambition for fame, personality disorders, the belief that they will gain respect by publishing
more, and the desire to secure financial support (Ozcan & Balci, 2016).

Every stage of a scientific study is under human control, making adherence to ethical values
critical. When followed properly, ethics contributes positively to humanity. Society expects scientists to
demonstrate good conduct and produce accurate, transparent knowledge. This leads to a trust-based and
harmonious relationship between science and society (Aydin, 2007). The values, principles, and
standards of scientific ethics enhance the credibility and significance of research. Scientists are expected
to be sufficiently equipped in terms of knowledge, attitude, and skills related to these ethical foundations.
Without adherence to research and publication ethics, scientific ethics cannot be claimed (Unal-Sengér,
2023).

Scientific ethics, the applied form of ethics to science, determines the reliability and prestige of
science and scientists. Scientific ethics encompass the values, principles, and criteria of "research ethics"
related to scientific studies and "publication ethics" related to scientific publications. Scientists are
required to meticulously adhere to the values, principles, and criteria of "research ethics" in their
scientific work and "publication ethics" in the publication of their scientific work. The fundamental
principles of scientific ethics include truthfulness, ensuring the safety of the subject, a sense of
responsibility held by scientists, authorship due to their participation in research, proper citation and
attribution, and the merit of scientists (Ertekin et al., 2002). In scientific ethics, studies that do not
comply with ethical principles are defined as "bad." Scientific studies must be conducted and result in a
way that is beneficial for people. Bad procedures and results cannot be the purpose or method of science.
Scientific ethics requires moral conduct and behavior. Morality is the foundation of ethical behavior. At
this point, ethics is about knowing, while morality is about doing. Ethics is a phenomenon that requires
people to make and implement decisions based on reasonable criteria (Ulman, 2010). Social morality is
shaped by individual morality. The foundation of scientific ethics lies in the use of scientific methods in
conducting research, examining hypotheses with impartial approaches, and accepting or rejecting them.
Scientific ethics is the most fundamental element of scientific studies. The principles and criteria of
scientific ethics reveal the value and validity of the study. The accuracy of a scientific study is a matter
that concerns not only the authors, editors, and readers but also society as a whole. The fact that science
cannot be conducted without ethics demonstrates the importance of scientific ethics (Esmer & Ozdasli,
2023).

The common foundation across all disciplines is the production of scientific knowledge through
scientific methodology. While scientific research represents a process, scientific ethics refers to the
application of ethical rules throughout this process (Isik, 2024). Science always builds upon previously
established knowledge. It is a dynamic field, constantly evolving. However, research conducted with
poor ethics results in pseudoscience, which cannot be accepted as legitimate scientific output. For a
scientific study to be credible, the scientist must adhere to absolute ethical principles, uphold honesty,
and embrace values such as equality and freedom. The primary goal of science is to benefit humanity
by presenting accurate knowledge. Therefore, a scientist must protect human dignity and conduct
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research without compromising ethical standards. Any research carried out without regard for ethical
values cannot be considered scientific. Without ethics, one cannot truly be a scientist (Ercan et al., 2021).

Research Ethics

Research ethics is a sub-discipline of scientific ethics. It encompasses the values, principles, and
standards that must be adhered to during the execution of scientific studies, even if they contribute only
a single drop to the ocean of science. Although the topic of research ethics first gained attention through
the British mathematician Charles Babbage’s 1830 book On the Fraud in Scientific Research, it was
during World War II that the issue became truly critical. The inhumane experiments conducted by Nazi
scientists in the name of science, such as administering live viruses, poisons, or untested drugs to human
subjects, marked a turning point in the global discussion of research ethics. The Nuremberg Code,
developed in 1947 for medical research, laid the foundation for research ethics. Over time, it was further
shaped by key documents such as the 1948 Universal Declaration of Human Rights, the Declaration of
Helsinki in 1964 (further revised in Tokyo in 1975 and Venice in 1983), and a series of national-level
legal regulations (Arda, 1994; Aydin, 2006; Balci, 2007; Hgan, 2008).

Research ethics defines the rules and standards that scientists must follow during the design,
execution, and completion of their studies. Several definitions have been offered: According to
Karakiitiik (2002), research ethics refers to “the scientific standards required in the planning and
execution of scientific research.” Ersoy (2015) defines it as “the ethical requirements that guide the
realistic and effective design of research, the protection of participants throughout the process, and the
honest presentation of findings.” In all definitions, the emphasis is placed on adhering to ethical rules
throughout the scientific research process. Compliance with research ethics ensures that the data
collected in scientific studies are reliable and obtained through ethical means. For example, in social
science research involving surveys, protecting participant confidentiality and maintaining researcher
impartiality are essential. Methods such as observation, interviews, surveys, and document analysis are
used to investigate social issues—not necessarily to prove events, but to interpret and report on them.
Depending on the topic, research in social sciences may utilize quantitative, qualitative, or mixed
methods. In qualitative studies, the process includes data collection, classification, analysis,
interpretation, and reporting, though exact measures of validity and reliability are not always possible.

In contrast, research in the natural sciences (involving living or non-living material) typically
follows hypothesis-based experimental methods using quantitative techniques. The validity and
reliability of such research are determined by its adherence to scientific methodology and objective,
evidence-based outcomes. Results from prior experiments often lead to new hypotheses, but conclusive
proof remains essential. Although different disciplines may approach research ethics in different ways,
they are all fundamentally guided by the same four philosophical principles: respect for autonomy and
human dignity, non-maleficence, beneficence, and justice (Esmer & Ozdasli, 2023).

Whether a study is conducted in the natural sciences or the social sciences, researchers are
expected to be objective and transparent in the analysis of their data. Under no circumstances should
research results be manipulated or distorted. In both types of disciplines, scientific studies are shaped
through processes that include data collection, analysis, and drawing conclusions. Regardless of the
methodology or field, ethical integrity remains at the heart of the research process. Whether conducted
in natural or social sciences, data analysis must be objective and transparent. Research results must not
be manipulated or distorted for any reason. In studies based on both disciplines, scientific work is shaped
as a result of data collection, analysis, and reaching a general conclusion.

Publication Ethics

Publication ethics is a sub-discipline of scientific ethics. Since publication represents the public
face of science, adherence to publication ethics holds strategic importance. Scientific publications that
do not comply with publication ethics negatively affect the reputation and credibility of both science
and scientists. Various definitions of publication ethics exist. According to the Higher Education
Council (2014), publication ethics refers to "the ethical attitudes and behavior rules at every stage of
activities involving the sharing of knowledge and information with people." Erdem (2021) defines
publication ethics as "the values, principles, and criteria that must be observed in the realization of
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scientific publications, which ensure the dissemination and sharing of results obtained from scientific
studies with society." These definitions emphasize the rules that must be followed when sharing
scientific findings.

In academic studies, meticulous work conducted in accordance with publication ethics, when
shared with the public, enhances trust and respect for science. However, in recent years, behaviors
contrary to publication ethics have led to serious ethical problems, including misleading science and
diminishing trust and respect for science (Giinal, 2010). For example, in today's world, where quantity
over quality is prioritized by academic incentives, some academics' ambition to produce more articles,
or some scientists' desire to contribute to publications outside their field of expertise despite lacking the
necessary background to contribute to the research, may be attributed to their acceptance of gift
authorships. It is well known that having one's name on a scientific publication that exceeds the expected
performance of an academic is unrealistic and immoral, and is also considered contrary to publication
ethics.

Publication ethics holds strategic importance because it ensures that the rapidly increasing
number of scientific studies undergo objective peer review and gain acceptance in the scientific
literature, while also protecting the reputation and credibility of the producing scientist. According to
Erzan (2008), the criteria for the publishability of research articles submitted to scientific journals
include "minimum contribution (the smallest research unit)," "accuracy," "originality," "references to
published sources," "references to unpublished sources," and "other contributions." The value and
usefulness of scientific work are measured by the extent to which the produced scientific data is used
by others in their own studies. Citing sources acts as a bridge in science. This bridge to the past opens
the way for new research and findings. For a researcher, being cited is a reward, while citing others is
both a reward and a responsibility. Quoting a source requires mastery of the topic and deep knowledge
of the subject under investigation (Boydak, 2011). A scientist’s publication ethics are demonstrated by
presenting original work based on their own research and observations, rather than passing off others’
ideas as their own, by comparing and contrasting their findings with those of others, thereby contributing
to science.

In recent years, some academics have cited previous publications unrelated to their current work
or included citations of publications authored by department or faculty administrators to whom they are
affiliated, even when not scientifically necessary, practices that are considered violations of publication
ethics. It is unethical to cite publications by supervisors or close associates unnecessarily or without
scientific justification. Furthermore, authors who habitually cite their own work excessively while
neglecting other relevant sources are also acting unethically (Boydak, 2011). Because there are no legal
sanctions for such behaviors, some academics perceive them as natural and justified. Controlling and
monitoring such practices is often difficult, and verifying the truthfulness of author contributions
declared at the end of articles is not always possible. To prevent such unethical behaviors, it is
recommended that, before research begins, the contributions of scientists involved in the study,
including their level of support during the publication stage, be documented in a formal protocol shared
with the journal editor before acceptance. This could help reduce ethical violations. Citations within a
paper should be made impartially, including sources that both support and contradict the study’s
findings, with explanations of possible reasons for discrepancies when feasible. Citing only sources that
support one’s findings reflects a biased and unethical approach, often resulting from personal
conditioning. Additionally, including figures, tables, and images with proper citations is acceptable
ethically; however, failure to obtain permission imposes copyright liability on the author (Boydak,
2011). A publication qualifies as scientific if it is prepared based on scientific data and presents reliable,
fair, honest, and universal information. In addition, researchers must observe ethical values and
demonstrate proper respect for the publications of others (Ercan et al., 2021).

Scientific Ethics in the Natural Sciences

Natural sciences are disciplines that explain and interpret phenomena and events related to the
universe, nature, living and non-living entities by using scientific methods. The natural sciences
comprise various fields such as physics, chemistry, biology, mathematics, statistics, plant and animal
sciences, astronomy and space sciences, engineering sciences, molecular biology, and genetics. The
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primary aim of natural sciences is to explain and interpret phenomena and events in the universe and
nature, in which humans live, by using scientific methods based on cause-and-effect relationships, and
to predict and control them in advance. At the same time, they aim to contribute to human and/or living
beings’ (plants or animals) health and life by explaining and interpreting the physical and chemical
processes in their bodies.

Natural sciences conduct their scientific studies on tangible, observable, concrete non-living or
living entities through quantitative research methods such as experiments and observations in laboratory
or natural settings. The data obtained from experiments and observations on living or non-living entities
in natural sciences provide objective and reproducible results. It is very important to obtain ethical
committee approvals beforehand for experimental or observational scientific studies conducted on non-
living and especially living entities in the natural sciences (Giindiiz et al., 2023; Stenium et al., 2024;
Ipek et al., 2024; Aytag et al., 2024).

In studies related to natural and engineering sciences, conducting research in compliance with
scientific ethics requires working within the framework of internationally accepted ethical values,
principles, and criteria from a research ethics perspective, particularly when using humans and/or living
beings (plants or animals). This involves ensuring the welfare and health of living subjects. For example,
in “Aquaculture Engineering,” when live individuals are used in research related to aquaculture,
diseases, or processing of aquatic products, the welfare of aquatic organisms must be taken into account
(Poli, 2005; Ofori-Mensah et al., 2022; Yilmaz et al., 2023; Yardimci et al., 2023; Yavuzcan, 2024,
Yolcu et al., 2023).

In scientific studies based on fish farming, it is important to conduct research by considering the
fish stock density in the aquaculture to ensure fish health, maintain food quality, and protect consumer
health (Ashley, 2007; Daskalova, 2019).

The ethical suitability of studies conducted to protect the rights of living participants providing
data before, during, and after the research, and to prevent them from harm, should be evaluated and
decided by an ethics committee before the research begins. If the participant is human, the committee
should determine whether they will be informed about the research topic. Furthermore, in scientific
studies conducted under the supervision of natural and engineering sciences research and publication
ethics committees, principles such as sensitivity to human and animal rights, honesty, responsibility,
trust, objectivity, respect for the labor and autonomy of individuals, justice, and academic freedom must
be upheld.

In the natural sciences, it is very important for the validity and reliability of publications
prepared to communicate the findings of experimental and observational scientific studies on living or
non-living entities to the scientific community and society to explain the research processes in detail.
The significance of publications in natural sciences is increased by the fact that research results have a
high potential to drive scientific progress and transform into technologies that facilitate human and social
life. Compared to social and humanities sciences, opportunities and impact power for publishing
research findings in the natural sciences tend to be higher.

Scientific Ethics in the Social Sciences

Social sciences are disciplines that explain and interpret phenomena and events related to
humans and society using scientific methods. The fields of social sciences include diverse disciplines
such as sociology, psychology, social psychology, anthropology, history, art history, law, geography,
business administration, economics, political science, international relations, linguistics, and
communication. Social sciences primarily aim to explain and interpret phenomena and events related to
humans and the societies they live in through cause-and-effect relationships using scientific methods, to
predict and control them.

Most studies in the social sciences involve the voluntary participation of subjects. While
maximizing the validity of the research, respecting and protecting the fundamental rights of the subjects
are the primary responsibilities of researchers (Tekcan, 2008). Unlike natural sciences, social sciences
do not rely solely on methods and tools to explain phenomena and events but also utilize qualitative
research methods for in-depth analysis and interpretation, allowing the qualitative evaluation of a
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subject’s concept. Moreover, it is reported that the positivist scientific approach of natural sciences is
insufficient to explain social and societal phenomena (Mavi, 2024).

Social sciences conduct their scientific research in natural settings, using quantitative and
qualitative research methods to study tangible phenomena related to humans and society. Due to the
complexity of human and societal phenomena, mixed research methods combining both quantitative
and qualitative approaches are increasingly accepted in the social sciences. In quantitative (surveys,
experiments), qualitative (interviews, observations), and mixed-method studies involving humans,
obtaining ethical committee approvals prior to research for confidentiality, informed consent, and
protection from harm is very important.

In social sciences, it is crucial that publications prepared to disseminate research findings to the
scientific community and society discuss and interpret the findings in relation to other research results.
The lower likelihood that social science research results will lead to scientific advancement or transform
into technology that facilitates human and societal life negatively affects the importance of publications.
The opportunities and impact of publications in social sciences are generally less compared to natural
sciences.

Comparison of Scientific Ethics in Natural and Social Sciences

Science is a synthesis of events and phenomena in the universe, combined with thought and
research. Within this scope, scientific studies in different disciplines must be carried out in accordance
with the ethical principles prescribed by science. Scientific research and publication ethics require
adherence to scientific integrity throughout all stages of the research process, from the formulation of
hypotheses to the completion of publication (Boydak, 2011). Natural sciences and social sciences both
make significant contributions to the advancement and facilitation of human and societal life through
their scientific endeavors. The value a researcher places on the work of other scholars reflects the value
they assign to both themselves and society (Ercan et al., 2021). A researcher who demonstrates such
conduct is considered to have fulfilled their ethical and social responsibility.

Conducting scientific studies in accordance with ethical principles is essential for ensuring the
validity and reliability of research findings in both natural/engineering sciences and social/human
sciences. Ethical violations are more frequently observed in the natural sciences in areas such as
confidentiality breaches, abuse of authority, and unjust authorship. In contrast, violations in the social
sciences tend to be less frequent. However, due to a lack of awareness about ethics committees and their
functions, researchers in the social sciences may unintentionally cause more ethical violations (Ozcan
& Balci, 2016). Differences in research topics reflect the disciplinary perspectives of scientists. For
instance, while natural and engineering sciences often involve hands-on learning, experimental work,
and observation-based research, social and human sciences focus on topics related to society and
individuals through methods such as surveys and interviews. Despite these differences, both domains
share common principles regarding scientific research and publication ethics, although there are also
distinct variations.

In both natural and social sciences, scientific studies must be conducted in such a way that
participants are not harmed, informed consent is obtained, and appropriate scientific methods are
selected and applied. In natural sciences, research generally aims to provide empirical proof or to refute
previous findings. In contrast, research in social sciences focuses on explaining and interpreting existing
social phenomena, often without requiring empirical validation through methods such as surveys,
interviews, and document analysis.

In the natural and engineering sciences, curiosity, imagination, creativity, scientific discovery,
and the adaptation of technological developments to everyday life are especially important. However,
across both scientific fields, undisciplined (careless or negligent) research, methodological errors,
fabrication or desk-based (non-empirical) studies, data manipulation or concealment, malicious
interference, and conducting pseudo-research for commercial purposes are all considered unethical.
Violations of scientific ethics in scientific studies in the science and social sciences undermine the
reputation and credibility of both science and scientists.
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Violations of scientific ethics in both natural and social sciences undermine not only the
credibility of science but also the integrity and reputation of the researchers involved. The similarities
and differences between natural and social sciences in terms of scientific ethics, research ethics, and
publication ethics have been uniquely presented by the authors and are illustrated in Table 1.

Table 1. Comparison of Scientific Ethics in Natural Sciences and Social Sciences

Comparison Themes Science Social Sciences

Science Ethics Differences  Ethical rules are more flexible in  Since scientific studies are conducted
scientific studies on inanimate on humans, ethical rules are applied
objects. more strictly and meticulously.
It is important to obtain objective ~ Generalizations cannot be made
and repeatable results so that based on the results of scientific
generalizations can be made studies.
based on scientific studies.

Similarities =~ When scientific studies are conducted on living beings, it is important to

fully implement ethical rules.
It is important that scientific studies be conducted in accordance with
scientific ethics.
Ethical violations in scientific studies are legally punishable by law.
Failure to conduct scientific studies in accordance with scientific ethics
damages the reputation and reliability of science and scientists.

Research Ethics  Differences  Quantitative research methods are  Quantitative, qualitative and mixed
used. research methods are used.
In scientific studies on inanimate  Since scientific studies are conducted
objects, processes of obtaining on humans, the confidentiality of the
consent and preventing harm are participants, the consent processes
in the background. and the right not to be harmed are of

strategic importance.
Similarities  If humans are the subjects of the research, the confidentiality of the

participants, ensuring voluntary participation and preventing harm are very
important.

In scientific studies, it is important that research processes are carried out
correctly and in accordance with research ethics.

Ethical violations in the research processes of scientific studies are legally
punishable and punishable by law.

Failure to conduct scientific research in accordance with research ethics
damages the reputation and reliability of science and scientists.

PUBLICATION Differences

ETHICS

Similarities

There are more opportunities for ~ There are fewer opportunities for
publication to announce research ~ publication to announce research
results to the scientific world and  results to the scientific world and

society. society.

The high possibility of The low probability of broadcasting
broadcasting becoming a becoming a technology that will
technology that will facilitate facilitate human and social life

human and social life increases its  negatively affects its importance.
importance.

Publications prepared to announce research results to the scientific world
and society must comply with publication ethics.

Ethical violations in publications prepared to announce research results to
the scientific world and society are legally punishable.

Failure to comply with publication ethics in scientific publications
damages the reputation and reliability of science and scientists.
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Conclusion and Suggestions

Science is a synthesis of events and phenomena in the universe, combined with thought and
research. In this context, scientific studies conducted across different disciplines must be addressed
within the framework of ethical principles prescribed by science. Scientific research and publication
ethics require a strong commitment to scientific integrity at every stage of the research process, from
the formulation of the hypothesis to the final publication (Boydak, 2011). Natural sciences and social
sciences make significant contributions to improving and facilitating human and societal life through
their scientific studies. The extent to which a researcher values the work of others reflects the value they
place on themselves and society (Ercan et al., 2021). A researcher who acts with such responsibility can
be considered to have fulfilled their ethical obligation to society.

Ensuring ethical conduct in scientific research within both the natural/engineering sciences and
the social/human sciences is essential for the validity and reliability of research findings. While ethical
violations such as breaches of confidentiality, abuse of authority, and unfair authorship are more
commonly observed in the natural sciences, such violations are relatively less frequent in the social
sciences. However, due to limited knowledge of ethics committees and their functions, researchers in
the social sciences may unintentionally cause more ethical violations (Ozcan & Balci, 2016).
Differences in research topics reflect the researcher’s disciplinary perspectives. For instance, while
natural and engineering sciences often involve experiential learning and research based on experiments
and observation, research in the social and human sciences typically involves human and societal
phenomena examined through methods such as surveys and interviews.

In both natural and social sciences, it is essential that scientific studies do not harm participants,
that informed consent is obtained, and that appropriate scientific methods are carefully selected and
applied. While scientific studies in natural science are based on evidence or the refutation of previous
research findings, in social sciences, scientific studies are carried out on the subjects related to humans
and society, based on the explanation and interpretation of existing events that are unpredictable and do
not require proof, and as a result of activities such as surveys, interviews, document analysis, etc.

In conclusion, regardless of the discipline, scientific research based on ethical principles and
practices contributes to individuals’ happiness and well-being in society. The implementation of
educational programs to raise awareness about scientific ethics is important for ensuring that researchers
internalize ethical principles. Scientific communities can help establish and spread a culture of scientific
ethics in society by promoting ethical conduct and maintaining zero tolerance for ethical violations. To
ensure ethical compliance in academia, research proposals should be submitted to ethics committees
before the research begins. This will enable ethical evaluation of the research topic and help prevent
ethical violations. Furthermore, institutions and individuals in society, especially scientific non-
governmental organizations, should respond promptly and strongly to ethical violations through public
awareness. This increased sensitivity can play a positive role in reducing ethical misconduct.
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Giris

Zeki bir varlik olan insan, zekasiyla hem bugiine kadar bilimsel, teknolojik, sosyal, kiiltiirel,
siyasal olmak {izere olusturdugu toplumsal yasamin birgok alaninda gelisme saglamis hem de 6zellikle
bilimsel bulgular1 teknolojiye doniistiirerek dogaya egemen olmaya calismistir. Insanin toplumsal
yasami diizenleme ve dogaya egemen olma ¢abasi, bir¢ok sorunu da beraberinde getirmistir. Toplumsal
degerlerde ve normlarda yozlasma, doganin dengesinin bozulmasi vb. bir¢ok toplumsal ve c¢evresel
sorunlar bas gostermistir. Karsilagilan toplumsal ve ¢evresel sorunlar, birey ve toplum hayatina birgok
yonden olumsuz etkide bulunmus ve ¢6ziimii i¢in bir arayis igerisine girilmistir. Toplumsal ve gevresel
sorunlarin ¢6ziim arayisinda neyin dogru neyin yanlis oldugu, neyin yapilmasi neyin yapilmamasi, neyin
istenildigi neyin istenilmedigi ile ilgili tartigmalar yasanmus, ikilemlere diigiilmiis, lizerinde uzlasilabilen
¢oziimler iretilmeye ¢alisilmigtir. Bu ¢aligmalar “etik” dedigimiz bir disiplin/¢calisma alaninin ortaya
¢ikmasini saglamistir. Onceleri felsefenin uygulamali bir dali/alani olarak ortaya cikan etik, bilimsel bir
disiplin / ¢aligma alan1 olarak gesitli bilim disiplinleri tarafindan kabul gérmiis ve {izerinde bilimsel
caligmalar yapilmaya baslanmistir (Akin ve ark.,2018; Baserer ve ark.,2016; Cetinkaya ve ark.,2016:
Karatay, 2022).

Etik, Yunanca’daki “karakter”, “adet’, ‘“‘usul”, “gelenek” anlamindaki “ethos/ethicos”
sozciigiinden tiiretilmis olup iki anlama gelmektedir. Ik anlam1 aliskanlik, tore, gorenek; ikinci anlami
ise, toplumda hazir bulunan tére, aligkanlik ve goreneklerin aynen uygulanmayip, bunlar {izerine
diisiinerek, sorgulayarak, elestirerek icsellestirmek ve bunu kisiligin belirleyici 6zelligi haline
getirmektir (Aydi, 2003; Ozel, 2018; Uzun, 2015). Etikle ilgili ¢esitli tanimlamalar bulunmaktadur.
Karakiitiik’e (2002), Aydin’a (2003) ve Aypay’a (2009) gore etik, “bir dizi kural ve ilke ya da bir kiime
insan ya da toplumca kabul edilmis bir dizi davranis ve ilkeler kiimesi”dir. YOK’e (2014) gére etik
“insanlarin degerleri gbzeterek yasamanin temelleri {lizerine diislindiikleri ve bunlardan yola ¢ikarak
dogru ve yanlis1 ayirt etmeye, dogru davranis bi¢imlerini bulmaya ve uygulamaya yarayabilecek
kuramsal ve toplumsal araglar1 gelistirdikleri diisiin alan1”dir. Etikle ilgili tanimlamalarda neyin dogru
neyin yanlis, neyin istenilir neyin istenilmez oldugunun belirlenmesiyle ilgili siireglere vurgu
yapilmaktadir. Bilimsel faaliyetlerin yiiriitilmesinde bilim insanindan adillik, seffaflik, hesap
verilebilirlik ve sorumlulugun yanisira; akademik diiriistliige uymalar1 beklenmektedir. Bu baglamda
bilimsel faaliyetlerin insan haklarina ve haysiyetine, ¢cevre ve hayvan haklarina saygili olmasi, yaymn
etigi ilkelerine bagh kalinarak yiriitiilmesini gerektirmektedir. Bundan baska yayinin bilimselligi kadar
yayin yapma prosediirlerinin mesleki ve etik olarak kabul edilebilir standartlarda olmas1 zorunluluktur
(Unal vd.,2012).

Calismanin Amaci ve Yontemi

Fen ve mihendislik bilimleri, sosyal ve beseri bilimler ile saglik bilimleri etik degerleri
kullanarak birey ve toplumun hayatina yon verilmektedir. Fen ve miihendislik bilimleri ile sosyal ve
beseri bilimler arasinda etik degerlerin uygulanisi noktasinda benzerlikler oldugu kadar bilim dalinin
6zeline bagli olarak bilim, arastirma ve yayin etiginde farkliliklar da gézlenebilmektedir. Bu ¢aligmanin
amaci her iki disiplin arasinda bilim, arastirma ve yayin etigindeki benzerlik ve farkliliklar gézlem ve
literatiirlere dayali olarak ortaya konulmasidir.

Calisma, alan yazindan elde edilen verilerin analizi ve yeniden diizenlenmesi yOntemiyle
gercgeklestirilmistir. Caligmada alan yazindan elde edilen veriler, arastirmacilar tarafindan belirlenen
‘bilim etigi’, ‘arastirma etigi’, ‘yayin etigi’, ‘fen bilimlerinde bilim etigi’, ‘sosyal bilimlerde bilim etigi’
ve “fen ve sosyal bilimlerde bilim etiginin karsilagtirilmast” bagliklart kullanilarak diizenlenmistir.
Veriler alan yazindan ve internetten ulasilan kaynaklardan elde edilmistir. Elde edilen veriler, dnce
caligmanin bagliklarina gore ayrilmig ve analiz edilmis, ardindan ¢aligmanin basliklarina gore yeniden
diizenlenerek son hali verilmistir.

Bilim Etigi
Bilim; diisiince ve deneylere dayali olarak evrendeki bilinmeyenleri arastirma eylemidir

(Boydak, 2011). Bilimde, gercekligin nesnel sonuglarini elde etmek icin yapilan bilimsel ¢alismalarda
etik gilin gectikce 6nem kazanmaktadir. Bilim etigi “akademik etik” olarak da ifade edilmesine karsin

bu caligmada daha ¢ok kabul gordiigiinden dolay1 “bilim etigi” teriminin kullanilmasi tercih edilmistir.
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Bilim etiginin ne olduguna iliskin ¢esitli tanimlamalar bulunmaktadir. Ors’e (1994) gore; bilim etigi
“akademik etkinliklerin tiimiiniin yiiriitiilmesi sirasinda ortaya ¢ikan deger sorunlariyla, bunlara getirilen
¢Ozlim Onerilerinin tartisildigi alandir. Pieper’e (1999) gore; bilim etigi “bilim insaninin bilim yaparken
uyacagi ahlaki talepler”dir. Yiiksekdgretim Kurumu’na (2014) gore; bilim etigi “akademisyenlerin
bilimsel calisma ve akademik etkinlikleri siirecinde birikim ve bilgilerini paylasma ve &grencilerine
aktarmada, bilimsel c¢aligmalarin iiretilmesi ve degerlendirilmesinde, toplumun farkli paydaslari ile
iligkilerinde odiillendirme ve yiikseltme asamalarinda, bilim kurumlari ve {niversitelerin bilimsel
yetkinlige dayali yapilandirilmasi ve iyi egitilmis bilim insanlarinin yetistirilmesi faaliyetlerinin her
asamasinda etik davranis kurallarina uymas1”dir.

Bilim etigiyle ilgili tanimlamalarda bilimsel aragtirma ve yayinlarda uyulmasi gereken kurallar
vurgulanmaktadir. Bilim etigi, bilim insanlarinin bilimsel aragtirma ve yaymlarinin gecerli, glivenilir ve
nitelikli olmasinda stratejik 6nem tagimaktadir. Erdem’e (2021) gore; bilim etigi “bilimsel siire¢ ve
etkinliklerde uyulmasi gereken degerler, ilkeler ve Olgiitler” olarak tanimlanmaktadir. Bilimsel
caligmalarda ortaya ¢ikan etik dis1 davraniglar, bilim insanina arastirma egitiminin, disiplin ve etik
bilincinin yeterince kazandirilamamasi, kisilerin ¢abuk yiikselme arzusu, iine kavugsma hirsi, kisilik
bozuklugu, daha fazla yayin yaparak sayginlik kazanacagina olan inanci ve maddi destek saglama istegi
sonucunda gdzlenmektedir (Ozcan ve Balci, 2016).

Bilimsel ¢alismalarin tiim asamalari insanin kontroliine dayalidir. Bu nedenle etik degerlere
uyulmasi son derece dnemlidir ve uyuldugunda insanlik yararina iyi yonde katki saglar. Toplumun bilim
insanindan beklentisi iyi tutum ve davranislar ile dogru ve yalin bilgiye ulagilmasidir. Dogru ve giivenilir
bilgi paylasimi neticesinde bilim insani ve toplum arasinda karsilikli giivene ve uyuma dayali bir iligki
ortaya ¢ikmaktadir (Aydin,2007). Bilim etigindeki degerler, ilkeler ve dlciitler bilimsel ¢aligmalarin hem
degerini hem de gegerligini ve glivenirligini artirmaktadir. Bilim insanindan bilim etigindeki degerler,
ilkeler ve Olgiitlerle ilgili bilgi, tutum, beceri diizeyinde yeterli donanima sahip olmas1 beklenmektedir.
Bilimsel ¢alismalarda bilimsel arastirma ve yayin etigine uyulmas: gerekmektedir aksi durumda bilim
etiginden s6z edilmesi miimkiin degildir (Unal-Sengér, 2023).

Etigin bilime uygulanmig hali olan “bilim etigi”, bilim ve bilim insaninin giivenirligini ve

=99

sayginligini belirlemektedir. Bilim etigi, bilimsel ¢aligmalarla ilgili “aragtirma etigi” ve bilimsel

b))

yayinlarla ilgili “yayim etigi’nin degerlerini, ilkelerini ve oSlgiitlerini i¢ermektedir. Bilim insaninin
bilimsel ¢caligmalarinda “arastirma etiginin ve bilimsel ¢aligmalarinin yayinlanmasinda “yayin etigi” nin
degerlerine, ilkelerine ve Olgiitlerine titizlikle uymasin1 gerektirmektedir. Gergeklik, denegin zarar
gdrmemesi, bilim insaninin tagidig1 sorumluluk duygusu, arastirmaya katilimi nedeniyle yazarlik hakki,
kaynak gosterimi ve atif yapilmasi, bilim insaninin liyakati bilim etiginin temel ilkeleridir (Ertekin vd.,
2002). Bilim etiginde etik kurallara uygun olmayan galigmalar “kotii” olarak tanimlanmaktadir. Bilimsel
caligmalarin insanlar i¢in iyi sekilde yiiriitiilmesi ve sonuglanmasi gerekir. Kotii olan islem ve sonuglar
bilimin amaci ve yontemi olamaz. Bilim etigi, ahlakli olmay1 ve davranisi gerektiren bir olgudur. Etik
davraniglarin temelinde ahlak yer alir. Bu noktada etik bilmekle ilgiliyken, ahlak yapmakla ilgilidir.
Etik, insanlarin akla yatkin bir 6lgiitle karar vermesini ve uygulamasini gerektiren bir olgudur (Ulman,
2010). Bireysel ahlakin sonucunda toplum ahlaki sekillenir. Bilimsel ahlakin temelinde bir aragtirmanin
yiiriitilmesinde bilimsel yontemlerin kullanilmasi, varsayimlarin tarafsiz yaklagimlarla irdelenmesi
kabulii ya da reddedilmesi yer almaktadir. Bilim etigi, bilimsel ¢aligmalarin en temel unsurudur. Bilim
etigi ilke ve dlgiitleri caligmanin degerini ve gecerliligini ortaya koymaktadir. Bilimsel bir ¢alismanin
dogruluk derecesi sadece yazarlari, editorleri, okuyucular1 degil tiim toplumu ilgilendiren bir durumdur.
Etik olmadan bilim yapilamayacagi gercegi bilim etiginin dnemini ortaya koymaktadir (Esmer ve
Ozdasli, 2023).

Tiim disiplinlerin ortak noktas1 bilimsel yonteme dayali bilimsel bilginin iiretilmesidir. Bilimsel
aragtirma tek basina durumu degil bir siireci ifade ederken, bilim etigi bu siiregteki bilim alanina iligkin
kurallar1 uygulamay1 gerektirmektedir (Isik, 2024). Bilim her zaman kendinden 6nce elde edilen verileri
kullanarak ilerlemektedir. Bilim, siirekli olarak ilerleyen ve degisen bir yapidadir. Ancak kotii etikle
yapilmis caligsmalar, bilimsellikten uzak sahte bilim olarak anilmanin yaninda ger¢ek bilim olarak
goriilmemekte ve bilim niteligi tasimamaktadir. Bilimsel bir ¢aligmanin yaratilmasinda dncelikli olan
bilim insanindan mutlak etik ilkelere kars1 duyarl, diiriist, esitlik ve 6zgiirliik gibi degerlere sahip olmasi
beklenmektedir. Bilimin en biiyiik amaci bilgiyi dogru sekilde sunarak insanliga fayda saglamasidir. Bu
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noktada bilim insani insan degerini koruyan, etik degerlerden 6diin vermeden bilimsel ¢aligsmalar
yapmak zorundadir. Bilim insaninin etik degerleri gézetmeden yaptigi hicbir ¢aligma bilimin konusu
olamaz. Kisi etik olmadan bilim insan1 olamaz (Ercan vd., 2021).

Arastirma Etigi

Arastirma etigi, bilim etiginin bir alt disiplinidir. Bilim okyanusuna bir damla da olsa katki
getirmeyi amaglayan bilimsel arastirmalar1 gergeklestirirken uyulmasi gereken degerler, ilkeler ve
dlciitler “arastirma etigi”ni olusturmaktadir. Arastirma etigi Ingiliz matematikci Charles Babbage’ nin
1830 yilinda yazdig: “bilimsel arastirmalarda sahtekarlik” adli kitapla giindeme gelmesine karsin asil
Ikinci Diinya Savasi sirasinda Nazi donemi bilim adamlarmin, insanlar iizerinde bilim adina yaptiklari
insanlik dig1 deneyler, canli viriis, zehir ya da test edilmemis ilaglarin verilmesi gibi uygulamalar
arastirma etiginin tartisilmaya baslanmasinda dnemli bir doniim noktasi olmustur. 1947 yilinda tibbi
arastirmalar i¢in gelistirilen Nuremberg Kodu arastirma etiginin temelini olugturmustur. Arastirma etigi,
1948 yilinda Birlesmis Milletler insan Haklar1 Bildirgesi, 1964 Helsinki Anlagmas1 (1975'te Tokyo'da
ve ardindan 1983'te Venedik'te gelistirilmistir) ve sonraki yillarda bir¢ok ulusal diizeydeki yasal
metinlerde yer alan aragtirma etigiyle ilgili diizenlemelerle daha ileri noktalara taginmistir (Arda, 1994;
Aydin, 2006; Balc1, 2007; T1gan, 2008).

Aragtirma etigi, bilim insanlarinin yapacagi bilimsel ¢aligma siireglerinde uymasi gereken
kurallart ve standartlar1 belirlemektedir. Arastirma etigiyle ilgili g¢esitli tanimlamalar yapilmuistir.
Karakiitiik’e (2002) gore arastirma etigi “bilimsel aragtirmanin planlama ve yiiriitiilmesiyle ilgili
uyulmasi gerekli bilimsel standartlardir”. Ersoy’a (2015) gore; arastirma etigi “arastirmanin gergekei ve
etkin olarak ihtiyaca cevap verebilecek sekilde tasarlanmasina; katilimeilarin biitiinliigiini koruyarak
ylriitiilmesine, sonlandirilmasina ve ¢alisma sonuglarmin diiriist¢e ortaya konmasina rehberlik eden etik
gerekliliklerdir. Arastirma etigiyle ilgili tanimlamalarda bilimsel ¢calisma siireclerinde uyulmasi gereken

kurallar vurgulanmaktadir.

Bilimsel calismalarda aragtirma etigine uyulmasi, arastirma verilerinin giivenilir ve etik
yontemlere bagli olarak yiiriitiilmesine baglidir. Ornegin; sosyal bilimlere dayali bilimsel arastirmada
ankete dayali ¢aligma yiiriitiiliyorsa katilmcilarin gizliligi ve veri toplama siirecinde tarafsizligin
korunmasi 6nemlidir. Sosyal bilimlerde bir problemin ¢dziimiinde gozlem, anket, goriisme, dokiiman
analizi gibi veri toplama ydntemleri kullanirken olay ve olgularin ispati aranmamakta var olan mevcut
durum yoruma dayali olarak incelenerek raporlanmaktadir. Sosyal bilimlere dayali aragtirmalarda,
arastirma konusuna bagli olarak nicel, nitel ve/veya karma arastirma yontemleri kullanilabilmektedir.
Nitel arastirmalarda veri toplama siireci, veri siniflandirma, veri analizi, yorumlama ve raporlama ile
sonuglandirilmakta, kesin gegerlilik ve giivenilirlik tespiti miimkiin olamamaktadir. Fen bilimlerine
(canli ya da cansiz materyal ile) dayali ¢caligmalarda ise; bilimsel metotlara dayali deneysel ¢aligmalar
hipoteze dayali yiiriitilmekte, nicel aragtirma yontemleri kullanilarak sonug¢landirilmakta, arastirma
gecerliligi ve giivenilirligi aragtirma yontemlerine gore belirlenmekte, arastirma bulgulari ispata dayali
ve objektif degerlendirmeyi gerektirmektedir. Onceden deneysel olarak ortaya konan bir arastirma
sonucu yeni hipotezler kurularak yeniden caligilabilmekte ancak; kanitlayici sonuglara ihtiyag
duyulmaktadir. Farkli disiplinlerde arastirma etigine yonelik farkli yaklasimlar olsa da hepsinin ortak
Ozelligi aragtirma etiginin dort felsefi ilkesinin (insan haysiyetinin 6zerkligi ve saygisi, zarar vermeme,
yararlilik, adalet) gézetilmesidir (Esmer ve Ozdaslh, 2023).

Ister fen bilimlerine isterse sosyal bilimlere dayali yiiriitiilen galismalarda olsun verilerin
analizinde objektif ve seffaf olunmasi gerekliliktir. Hicbir nedenle arastirma sonuglart manipiile
edilmemeli veya carpitilmamalidir. Her iki disipline dayali ¢aligsmalarda veri toplama, analiz etme, genel
sonuca ulasilmasi neticesinde bilimsel ¢alisma sekillendirilmektedir.

Yayin Etigi

Yay etigi, bilim etiginin bir alt disiplinidir. Yaymn, bilimin topluma doéniik yiizii oldugu i¢in
yayin etigine uygun olmasi stratejik 6neme sahiptir. Yayin etigine uymayan bilimsel yaymlar bilim ve
bilim insaninin sayginligina ve giivenirligine olumsuz etkide bulunmaktadir. Yayin etigiyle ilgili cesitli
tanimlamalar yapilmigtir. Yiiksekogretim Kurumu’na (2014) gore yayin etigi “birikim ve bilgilerin
insanlarla paylasilmasi faaliyetlerin her asamasindaki etik tutum ve davrams kurallari”dir. Erdem’e

208



Giilgiin F. Unal-SENGOR

Egitim Kuram ve Uygulama Arastirmalar1 Dergisi 2025, Cilt 11, Say1 2, 205-215 Ali Riza ERDEM

(2021) gore yayin etigi “bilimsel ¢aligmalardan elde edilen sonuglarin topluma duyurulmasini, toplumla
paylagilmasini saglayan bilimsel yayimlarin ger¢eklestirilmesinde uyulmasi gereken degerler, ilkeler ve
Olgiitler”dir. Yayim etigiyle ilgili tanimlamalarda bilimsel c¢alisma sonuglarinin paylasilmasinda
uyulmasi gereken kurallar vurgulanmaktadir.

Akademik c¢aligmalarda yayin etigine uyularak yapilan o6zenli ¢alismalar toplumla
paylasildiginda bilime olan giiveni ve saygiligini artirmaktadir. Ancak, son yillarda yayin etigine aykiri
davraniglar, bilimi yanls yonlendirmeye, bilime olan giiveni/saygiy1r azaltmaya kadar ciddi etik
sorunlarla kars1 karsiya kalinmasina sebep olmaktadir (Giinal, 2010). Ornegin; akademik tesvik ile
birlikte nitelikten g¢ok niceligin 6ne ¢iktig1 giiniimiizde, bir kisim akademisyenin daha fazla makale
tiretmeye yonelik hirs1 ya da bazi bilim insanlarinin ¢alismaya katki saglayacak bir alt yapiya sahip
olmamasina ragmen uzmanlik alan1 disindaki yayinlarda da yer alma istegi, kendilerine hediye yazarlig
verilmesini kabul etmeleri gosterilebilir. Bilinmektedir ki; bir akademisyenden beklenen performansin
¢ok iizerindeki bilimsel yayinda isminin bulunmasi gercekg¢i ve ahlaki olmadigi gibi yayin etigine de
aykirt gézlenen bir durumdur.

Yayin etigi, gittikce artan bilimsel ¢alismalarin hem objektif hakemlik siirecinden onay alarak
bilimsel alan yazinda yer almasimi sagladigi hem de iireticisi olan bilim insaninin sayginligini ve
giivenirligini korudugu icin stratejik bir 6neme sahiptir. Erzan’a (2008) gore bilimsel dergilere
gonderilen arastirma makalelerinin yaymlanabilirlik 6l¢iitleri “asgari katki (en kii¢lik arastirma birimi)”,
“dogruluk”, “6zgiinlik”, “yayimlanmis kaynaklara gondermeler”, “yayimlanmamis kaynaklara
gondermeler” ve “diger katkilar”dir. Bilimsel ¢aligmalarin degeri ve yararliligy, iiretilen bilimsel verinin
bagkalar1 tarafindan bilimsel ¢aligmalarda kullanilmasiyla 6lgiilebilir. Kaynak gdstermek bilimde bir
kopriidiir. Gegmisle kurulan bu koprii, bilimde yeni arastirma ve bulgularin Oniinii agar. Kaynak
gosterilmek bir arastirict i¢in 6diil iken; kaynak gosteren i¢in hem 06diil hem de sorumluluktur. Bir
kaynaktan alint1 yapmak konuya hakim olmay1 ve arastirilan konu hakkinda derinlemesine bilgi sahibi
olmay1 gerektirir (Boydak, 2011). Bilim insaninin yayin etigine dair ahlaki, bagkalarinin eserlerindeki
fikrini kendi fikriymis gibi kullanmak yerine, kendi arastirma ve gézleme dayali bulgularini baskalarinin
fikir ve sonuglariyla mukayese ederek ortaya ¢ikardigi 6zgiin eseriyle kanitlanabilir ve bdylece bilime
katki saglayabilir.

Son yillarda baz1 akademisyenlerin ¢alismayla dogrudan iligkisi olmayan onceki yayinlarini ya
da ¢alistig1 kurumda bagli oldugu anabilim/ bilim dalindaki yoneticilerin yayilarina kendi yayinlarinda
atif gostermesi yayin etigine aykir1 gozlenen bir durumdur. Yazarin ¢alistig1 birimdeki iistlerine veya
yakinligi olan kisilere ait yayinlari, bilimsel agidan zorunlu ve gerekli olmamasina karsin, kaynak olarak
gostermesi etik degildir. Ayrica yazarin siirekli kendi caligmalara atif yapmasi, diger kaynaklara
yeterince atif yapmamasi da etik dis1 bir davranistir (Boydak, 2011). Bu duruma iligkin yasal bir yaptirim
s0z konusu olmadig1 i¢in bu davranigi sergileyen akademisyen, davranisini dogal karsilamakta ve
kendisinde hak gérmektedir. Bu davranisin kontrolii ve denetlenmesi her zaman miimkiin olamadig: gibi
makale sonunda yazar katkilar1 verilirken de gergek beyan olup olmadigmin da ispatt da miimkiin
olamamaktadir. Bu gibi durumlarin 6nlenmesi i¢in arastirma Ooncesinde arastirmada gorev alacak bilim
insanlarinin ¢alismaya yayin asamasinda ne 6lciide destek verecegi, arastiricilar arasinda diizenlenecek
bir protokol ile belgelenerek ve makalenin dergide yayina kabulii 6ncesinde bu belgenin dergi editoriiyle
paylasilmas1 gerekmektedir. Bdylece etik usulsiizliklerin oniine gecilmesi miimkiin olabilir. Bir
makalede yapilacak alintilar, arastirmanin bulgularin1 destekleyen veya desteklemeyen kaynaklardan
tarafsiz olarak yapilmali, destekleyen veya karsit bulgular irdelenerek olanaklar 6l¢iisiinde nedenler
aciklanmalidir. Sadece, yapilan arastirma bulgularini destekleyen kaynaklardan alinti yapilmasi,
genelde kisinin kosullanmasindan kaynaklanan eksik ve etik dis1 bir yaklagimdir. Ayrica sekil, tablo ve
resimlerin kaynak belirtilerek bir makaleye alinmasi etik agidan yeterli kabul edilebilir. Ancak, izin
almmamasi durumunda, yazar telif haklari bakimindan sorumluluk yiiklenilmis olur (Boydak, 2011).
Bir yaymin bilimsel yayin olmasi igin bilimsel verilerle hazirlanmis, giivenilir, adil, diiriist, evrensel
bilgiler ortaya koymasina baglidir. Bunlara ilave olarak arastirmacilarin etik degerleri gozetmesi, diger
arastirmacilarin yayinlaria gereken 6zeni gostermesi gerekmektedir (Ercan vd., 2021).
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Fen Bilimlerinde Bilim Etigi

Fen bilimleri, evren, doga, canli/cansiz ile ilgili olgular1 ve olaylar1 bilimsel yontemleri
kullanarak aciklayan ve yorumlayan disiplinlerdir. Fen bilimleri, ¢aligma alanlar1 birbirinden farkl
“fizik”, “kimya”, “biyoloji”, “matematik”, “istatistik”, “bitki ve hayvan bilimi” “astronomi ve uzay
bilimleri”, miihendislik bilimleri, “molekiiler biyoloji ve genetik™ gibi disiplinlerinden olusmaktadir.
Fen bilimleri, oncelikle insanin icinde yasadigi evren ve dogadaki olgular1 ve olaylari, neden-sonug
iligkisi igerisinde bilimsel yontemlerle agiklayarak ve yorumlayarak dnceden tahmin etmeyi ve kontrol
altina almay1 hedeflemektedir. Ayn1 zamanda insan ve/veya canli (bitki ya da hayvan) viicudundaki
fiziksel ve kimyasal isleyisi agiklayarak ve yorumlayarak insan ve/veya canli sagligina ve yasamina

katkida bulunmay1 hedeflemektedir.

LIS

Fen bilimleri, bilimsel ¢aligmalarini elle tutulur, gozle goriiliir somut cansiz veya canli varliklar
iizerinde nicel arastirma yontemlerinden deney ve gozlemi kullanarak laboratuvar veya dogal ortamda
deneysel caligmalarla gerceklestirmektedir. Fen bilimlerinde cansiz veya canli varliklar tizerinde
deneyler ve gozlem yoluyla elde edilen veriler, objektif ve tekrarlanabilir sonuglar saglamaktadir. Fen
bilimlerinde cansiz ve 6zellikle canli varliklar {izerinde yapilan deneysel veya gozleme dayali bilimsel
caligmalar i¢in 6nceden etik kurul izinlerinin alinmasi ¢ok 6nemlidir (Aytag ve ark., 2024; Giindiiz ve
ark., 2023; Stenium ve ark., 2024; ipek ve ark., 2024).

Fen ve miihendislik bilimlerine iliskin ¢aligmalarda bilim etigine uygun arastirmalarin
ylriitiilmesinde insan ve/veya canlilardan (bitki veya hayvanlardan) yararlanarak uluslararasi kabul
gormiis etik deger, ilke ve Olgiitlerde arastirma etigi perspektifinde ¢alismanin yiiriitiilmesini, canlinin
refahini ve sagligini gozeterek yapilmasini gerektirmektedir. Ornegin; “Su Uriinleri Miihendisliginde”
su irilinleri yetistiriciligi, hastaliklar1 ya da islenmesi calismalarinda canli bireylerin arastirmalarda
kullanilmas1 durumunda su iiriinleri refahinin gozetilerek gerceklestirilmesini zorunlu kilmaktadir (Poli,
2005; Ofori-Mensah ve ark., 2022; Yilmaz ve ark., 2023; Yardimc1 ve ark., 2023;Yolcu ve ark., 2023;
Yavuzcan, 2024).

Balik yetistiriciligine dayali bilimsel caligmalarda yetistiricilik yapilan alanda balik stok
yogunlugunun gozetilerek arastirmanin yiiriitiillmesi hem balik sagligi agisindan hem de gida kalitesinin
stirdiiriilmesi ve tiiketici sagliginin korunmasi i¢in 6nemlidir (Ashley, 2007; Daskalova, 2019).

Arastirmaya veri saglayan canli katilimcilarin aragtirma Oncesinde, esnasinda ve sonrasinda
haklarini1 korunmak, zarar gérmelerini 6nlemek adina yiiriitiilecek ¢alismalarin etik yonden uygun olup
olmayacagi, katilimei insan ise; ¢aligma konusu hakkinda bilgilendirilip bilgilendirilmeyecegi arastirma
oncesinde etik kurul tarafindan degerlendirilerek karara baglanmalidir. Ayni1 zamanda fen ve
mithendislik bilimleri arastirma ve yayin etigi kurulu tarafindan yapilacak bilimsel ¢aligmalarda insan
ya da hayvan haklarina duyarlilik, diiriistliik, sorumluluk, giiven, nesnellik, kisi veya kisilerin emegine
ve Ozerkligine saygi, adalet ve akademik 6zgiirliik prensiplerine bagli kalinmasi saglanmalidir.

Fen bilimlerinde, cansiz veya canli varliklar iizerinde deneysel ve gozleme dayali yapilan
bilimsel ¢aligmalarla elde edilen bulgularin bilim diinyasina ve topluma duyurulmasi i¢in hazirlanan
yayinlarda, arastirma siireclerinin ayrintih bir bicimde agiklanmasi gegerlik ve giivenirlik agisindan ¢ok
onemlidir. Fen bilimlerinde, arastirma sonuglarmin bilimsel ilerlemeyi saglama, insan ve toplum
hayatin1 kolaylastiracak teknolojiye doniisebilme olasiliginin yiiksek olmasi, yaymlarin 6nemini
artirmaktadir. Fen bilimlerindeki aragtirma sonuglarini bilim diinyasma ve topluma duyurmada yayin
olanaklar ve etki giicli sosyal ve beseri bilimlere gére daha yiiksek olmaktadir.

Sosyal Bilimlerde Bilim Etigi

Sosyal bilimler, insan ve toplumla ilgili olgular1 ve olaylar1 bilimsel yontemleri kullanarak
aciklayan ve yorumlayan disiplinlerdir. Sosyal bilimler, ¢alisma alanlar1 birbirinden farkli “sosyoloji”,
“psikoloji”, “sosyal psikoloji”, “antropoloji”, “tarih”, “sanat tarihi”, “hukuk”, “cografya”, “isletme”,
“ekonomi”, “siyaset”, “uluslararasi iligkiler”, “dilbilim” ve “iletigim” disiplinlerinden olugmaktadir.
Sosyal bilimler, dncelikle insan ve insanin i¢inde yasadigi toplumla ilgili olgular ve olaylari, neden-
sonug iligkisi igerisinde bilimsel yontemlerle aciklayarak ve yorumlayarak dnceden tahmin etmeyi ve

kontrol altina almay1 hedeflemektedir.
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Sosyal bilimlerde yapilan g¢aligmalarin biiyiik ¢ogunlugu goniillii deneklerin katilimiyla
gerceklesmektedir. Bu alanda yapilan ¢aligmalarda ¢aligmanin gegerliligini en iist seviyede tutmak ile
birlikte deneklerin temel haklarina saygi gostermek ve korumak arastirmacilarm en temel
sorumluluklaridir (Tekcan, 2008). Sosyal bilimlerde olay ve olgularin agiklanmasi fen bilimlerinde
oldugu gibi yontem ve araclara bagli olmayip, nitel arasgtirma ydntemiyle derinleme analiz ve
yorumlama yapilabildigi, bir konu hakkinda ortaya ¢ikacak fikrin, o konunun niteliksel olarak
degerlendirilebildigi belirtilmektedir. Ayrica fen bilimlerindeki pozitivist bilim yaklagiminin sosyal ve
toplumsal olay ve olgularm agiklanmasinda yetersiz kaldig: bildirilmektedir (Mavi, 2024).

Sosyal bilimler, bilimsel ¢alismalarini elle tutulur, insan ve toplumla ilgili olgular1 ve olaylar
nicel ve nitel aragtirma yontemlerini kullanarak dogal ortamda gerceklestirmektedir. Sosyal bilimlerde,
insan ve toplumla ilgili olgularin olaylarin karmasiklig1 nedeniyle hem nicel hem de nitel yontemlerin
kullanildig1 karma aragtirma yontemlerinin gittikce daha ¢ok kabul gordiigli anlasilmaktadir. Sosyal
bilimlerde, insan iizerinde yapilan nicel (anket, deney), nitel (goriigsme, gozlem) ve karma arastirma
yontemlerine dayali bilimsel caligmalarda 6nceden katilimcilarin gizliligi, onam alma stiregleri ve zarar
gormeme hakki i¢in etik kurul izinlerinin alinmasi ¢ok énemlidir.

Sosyal bilimlerde, insan ve toplum iizerinde nicel, nitel ve karma aragtirma yontemlerine dayali
yapilan bilimsel c¢aligmalarla elde edilen bulgularin bilim diinyasina ve topluma duyurulmasi igin
hazirlanan yayinlarda, arastirma bulgulariin diger arastirma sonuglariyla iligkilendirilerek tartisilmasi
ve yorumlanmasi ¢ok énemlidir. Sosyal bilimlerde, arastirma sonuglarinin bilimsel ilerlemeyi saglama,
insan ve toplum hayatini kolaylastiracak teknolojiye doniisebilme olasiliginin diisiik olmasi, yayinlarin
o6nemini olumsuz etkilemektedir. Sosyal bilimlerdeki arastirma sonuglarini bilim diinyasina ve topluma
duyurmada yayin olanaklar1 ve etki giicii fen bilimlerine gore daha azdir.

Fen ve Sosyal Bilimlerde Bilim Etiginin Karsilastirilmasi

Bilim, evrendeki olay ve olgularin, diisiince ve arastirmalarin bir bileskesidir. Bu kapsamda
farkl disiplinlerdeki bilimsel ¢aligmalar, bilimin dngoérdiigii etik kurallar ¢gercevesinde ele alinmalidir.
Bilimsel arastirma ve yayin etigi, varsayimin belirlenmesinden yaymin tamamlanmasina kadar gegen
stirecin tiim agamalarinda, bilimsel ahlaka 6zen gosterilmeyi gerektirir (Boydak, 2011) Fen bilimleri
ve sosyal bilimler, yaptig1 bilimsel ¢aligmalarla insan ve toplum hayatinin ilerlemesi ve kolaylastirilmasi
acisindan kayda deger katkilar yapmaktadir. Arastirmacinin, diger arastirmacilarin emegine verdigi
deger Olgiisii kendisine ve topluma verdigi degerin Slgiitiinii ortaya koymaktadir (Ercan vd., 2021). Bu
davranig1 sergileyen arastirici topluma karsi deger oOlgiitiinii ve sorumlulugunu yerine getirmis
sayilmaktadir.

Fen ve miihendislik bilimleri ile sosyal ve beseri bilimlerde yapilan bilimsel ¢aligmalarin bilim
etigine uygun yapilmasi arastirma sonuglarinin gecerligi ve giivenirligi agisindan olmazsa olmazlarin
basinda gelmektedir. Fen bilimlerindeki etik ihlallerin gizlilik, gorevi kotiiye kullanma, adil olmayan
yazarlik gibi konularda daha ¢ok gozlendigi, sosyal bilimlerdeki ihlalin fen bilimlerine kiyasla daha az
oldugu, ancak etik kurul ve islevleri hakkinda en az bilgiye sahip olmalar1 nedeniyle istemeden etik
hataya daha cok sebebiyet verebildikleri bildirilmektedir (Ozcan ve Balci, 2016). Arastirma
konularindaki farkliliklar, bilim insaninin ¢aligma alani olarak bagli oldugu disipline dair bakisini ortaya
koymaktadir. Ornegin; fen ve miihendislik bilimlerinde yasayarak dgrenme, deneysel calismalara ve
gozleme dayali arastirmalar yiiriitiiliirken, sosyal ve beseri bilimlerde ise; toplum ve insan bileskesindeki
konular anket, goriisme vb. dayal1 aragtirllmaktadir. Bununla birlikte her iki disiplinde yapilan bilimsel
caligmalarda uyulmasi gereken bilim etigi, aragtirma ve yayin etiginde farkliliklar ve benzerlikler s6z
konusudur.

Fen bilimlerinde ve sosyal bilimlerde bilimsel ¢alisma yapilirken bilim etigi geregi calisma
yapilan kisilere zarar vermemesi ve onay alinmasi, bilimsel yontemlerin dogru segilmesi ve uygulanmasi
gerekmektedir. Fen bilimlerinde yapilan arastirmalarin ispata dayali olmasi ya da bir 6nceki arastirma
bulgusunun ciiriitiilmesi iizerine bilimsel ¢aligmalar s6z konusu iken; sosyal bilimlerde insan ve toplum
ile iligkili olan konularinda 6nceden tahmin edilmeyen, ispat1 aranmayan, anket, goriisme, dokiiman
analizi, vb. faaliyetler sonucunda var olan mevcut olaylarin agiklanmasi ve yorumuna dayali bilimsel
caligmalar yiriitilmektedir.
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Fen ve mithendislik bilimlerindeki ¢alismalarda merak duygusu, hayal etme, yaraticilik, bilimsel
bulgu ve teknolojik gelismelerin yasama adaptasyonu ¢ok dnemlidir. Gerek fen bilimlerinde ve gerekse
sosyal bilimlerde yapilan bilimsel ¢aligmalarda disiplinsiz (dikkatsiz ve 0zensiz) arastirma, bilimsel
yontemlerde hata, uydurma /masa basi aragtirma, verileri carpitma ve gizleme, aragtirmaya kotii niyetli
miidahale, ticari amagli sozde arastirma yapmak kabul edilemez. Fen ve sosyal bilimlerinde yapilan
bilimsel ¢aligmalarda yapilan bilim etigi ihlalleri hem bilimin hem de bilim insaninin saygmligini ve
giivenirligini zedelemektedir.

Fen bilimleri ve sosyal bilimlerde yapilan bilimsel ¢alismalardaki bilim etigi, arastirma etigi ve
yayin etigi agisindan farkliliklar ve benzerlikler ¢alismay1 yapan yazarlar tarafindan 6zgiin bir bi¢imde
olusturulmus ve Tablo1’de gosterilmistir.

Tablo 1. Fen bilimleri ve sosyal bilimlerdeki bilim etiginin karsilastiriimasi
Karsilagtirma Temalari Fen Bilimleri Sosyal Bilimler
Bilim Etigi  Farkliliklar Cansiz varliklar lizerindeki bilimsel Insan iizerinde bilimsel ¢alismalar
calismalarda etik kurallar daha esnektir. yapildigi i¢in etik kurallar daha siki
ve titizlikle uygulanmaktadir.
Bilimsel ¢aligmaya dayanarak genelleme  Bilimsel ¢aligma sonuclarina
yapilabilmesi i¢in objektif ve dayanarak genelleme yapilamaz.
tekrarlanabilir sonuglar elde edilmesi
onemlidir.
Benzerlikler ~ Canli varliklar iizerinde bilimsel ¢alisma yapildiginda etik kurallarin eksiksiz
uygulanmasi 6nemlidir.
Bilimsel ¢aligmalarin bilim etigine uygun yapilmasi 6nemlidir.
Bilim ¢aligmalardaki etik ihlaller yasal olarak suctur ve hukuki olarak cezasi
bulunmaktadir.
Bilimsel ¢aligmalarin bilim etigine uygun yapilmamasi bilimin ve bilim
insaninin sayginligini ve giivenirligi zedelemektedir.

Aragtirma  Farkliliklar Nicel arastirma yontemleri Nicel, nitel ve karma aragtirma
Etigi kullanilmaktadir. yontemleri kullanilmaktadir
Cansiz varliklar tizerindeki bilimsel Insan iizerinde bilimsel calismalar
caligmalarda onam alma siirecleri ve yapildig1 i¢in katilimeilarin
zarar gébrmeme geri plandadir. gizliligi, onam alma siiregleri ve
zarar gérmeme hakki stratejik
onemdedir.

Benzerlikler ~ Insan arastirmanin &znesiyse katilimcilarin gizliligi, goniillii katilimin
saglanmasi ve zarar gérmeme ¢ok 6nemlidir.
Bilim ¢aligmalarda arastirma siireglerinin dogru ve arastirma etigine uygun
yapilmasi 6nemlidir.
Bilim ¢aligmalarin arastirma siire¢lerinde etik ihlaller yasal olarak sugtur ve
hukuki olarak cezas1 bulunmaktadir.
Bilimsel arastirmalarin arastirma etigine uygun yapilmamast bilimin ve bilim
insaninin sayginligini ve giivenirligi zedelemektedir.

Yaym Farkliliklar Aragtirma sonuglarini bilim diinyasina ve  Arastirma sonuglarini bilim

Etigi topluma duyurmada yayin olanag1 daha diinyasina ve topluma duyurmada
coktur. yayin olanagi daha azdir.
Yayinin insan ve toplum hayatini Yayinin insan ve toplum hayatini
kolaylastiracak teknolojiye doniisebilme  kolaylastiracak teknolojiye
olasiliginin yiiksek olmasi 6nemini doniisebilme olasiliginin diisiik
artirmaktadir. olmasi1 6nemini olumsuz

etkilemektedir.

Benzerlikler  Aragtirma sonuglarini bilim diinyasina ve topluma duyurmak i¢in hazirlanan
yayinlar, yaymn etigine uygun olmalidir.
Arastirma sonuglarini bilim diinyasina ve topluma duyurmak i¢in hazirlanan
yayinlardaki etik ihlaller yasal olarak sugtur ve hukuki olarak cezasi
bulunmaktadir.
Bilimsel yayinlarin yayin etigine uygun yapilmamasi bilimin ve bilim insaninin
sayginligini ve gilivenirligi zedelemektedir.
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Sonuc ve Oneriler

Bilim, evrendeki olay ve olgularin, diislince ve arastirmalarin bir bilegkesidir. Bu kapsamda
farkli disiplinlerdeki bilimsel ¢aligmalar, bilimin 6ngdrdiigii etik kurallar ¢ergcevesinde ele alinmalidir.
Bilimsel arastirma ve yayin etigi, varsayimin belirlenmesinden yayinin tamamlanmasina kadar gegen
siirecin tiim agamalarinda, bilimsel ahlaka 6zen gdsterilmeyi gerektirir (Boydak, 2011) Fen bilimleri
ve sosyal bilimler, yaptig1 bilimsel ¢caligsmalarla insan ve toplum hayatinin ilerlemesi ve kolaylastirilmasi
acisindan kayda deger katkilar yapmaktadir. Arastirmacinin, diger aragtirmacilarin emegine verdigi
deger oOlciisii kendisine ve topluma verdigi degerin dl¢iitiinii ortaya koymaktadir (Ercan vd., 2021). Bu
davranis1 sergileyen arastirici topluma karst deger Olciitiinii ve sorumlulugunu yerine getirmis
olabilecektir.

Fen ve miihendislik bilimleri ile sosyal ve beseri bilimlerde yapilan bilimsel ¢aligsmalarin bilim
etigine uygun yapilmasi arastirma sonuglarinin gecerligi ve giivenirligi agisindan olmazsa olmazlarin
basinda gelmektedir. Fen bilimlerindeki etik ihlallerin gizlilik, gérevi kotiiye kullanma, adil olmayan
yazarlik gibi konularda daha ¢ok gdzlendigi, sosyal bilimlerdeki ihlalin fen bilimlerine kiyasla daha az
oldugu, ancak etik kurul ve islevleri hakkinda en az bilgiye sahip olmalar1 nedeniyle istemeden etik
hataya daha cok sebebiyet verebildikleri bildirilmektedir (Ozcan ve Balci, 2016). Arastirma
konularindaki farkliliklar, bilim insaninin ¢aligma alani olarak bagli oldugu disipline dair bakigini ortaya
koymaktadir. Ornegin; fen ve miihendislik bilimlerinde yasayarak grenme, deneysel calismalara ve
gbzleme dayali arastirmalar yiiriitiiliirken, sosyal ve beseri bilimlerde ise; toplum ve insan bileskesindeki
konular anket, goriisme vb. dayali arastirilmaktadir.

Fen bilimlerinde ve sosyal bilimlerde bilimsel ¢alisma yapilirken bilim etigi geregi calisma
yapilan kigilere zarar vermemesi ve onay alinmasi, bilimsel yontemlerin dogru secilmesi ve uygulanmasi
gerekmektedir. Fen bilimlerinde yapilan arastirmalarin ispata dayali olmasi ya da bir 6nceki arastirma
bulgusunun giiriitiilmesi lizerine bilimsel ¢aligmalar s6z konusu iken; sosyal bilimlerde insan ve toplum
ile iliskili olan konularinda 6nceden tahmin edilmeyen, ispati aranmayan, anket, goriisme, dokiiman
analizi, vb. faaliyetler sonucunda var olan mevcut olaylarin agiklanmasi ve yorumuna dayali bilimsel
caligmalar yiiriitilmektedir.

Sonug olarak, hangi disiplinlerde olursa olsun bilimsel etik kural ve uygulamalara dayali
caligmalar bireylerin toplum yasaminda daha mutlu ve refah i¢inde yasamalarina hizmet etmektedir.
Bilim etigi konusunda farkindalik olusturacak egitim programlarinin hayata gegirilmesi, aragtirmacilarin
etik ilkeleri benimsemesini saglama agisindan 6nemlidir. Bilimsel topluluklar, etik davraniglar tesvik
ederek ve etik ihlallere karsi1 tolerans gostermeyerek toplumda bilimsel etik kiiltiiriiniin yerlesmesine ve
yayginlasmasina yardimci olabilir. Akademide bilim etigine uygun calismalarin yiiriitiilmesi i¢in
aragtirma Oncesinde calismanin etik kurula sunulmasi, arastirma konusunun bilim etigi agisindan
degerlendirilmesini ve etik ihlallerin 6nlenmesini saglamada etkili olacaktir. Ayrica, basta bilimsel sivil
toplum orgiitleri olmak tizere toplumdaki kurumlarin ve bireylerin, kamuoyu araciligiyla bilim etigi
ihlallerine zamaninda ve gii¢lii bir bigimde tepki gostermesi duyarliligi artirarak ihlalleri azaltmada
olumlu etki olusturacaktir.

Kaynak¢a

Akin, A., Pehlivanly, E.A., & Kerse, G. (2018). The effect of ethical values on workaholism. Sayistay Dergisi, 29
(111): 125-142. https://www.jurix.com.tr/article/18638?u=0&c=0

Arda, B. (1994). Bilimsel arastirmalar ve etik. Tiirkiye Klinikleri Tibbi Etik Dergisi, 2(3), 141-143.

Ashley, P.J. (2007). Fish welfare: Current issues in aquaculture. Applied Animal Behaviour Science, 104:199—
235. https://doi.org/10.1016/j.applanim.2006.09.001.

Aydin, 1. (2003). Egitim ve 6gretimde etik. Ankara: Pegem Yayincilik.

Aydin, 1. (2006). Sosyal bilimlerde arastirmadan yayina etik degerler. Editor: Kasim Karakiitiik, Sosyal
bilimlerde siireli yayincilik — 2006 1. Ulusal Kurultay Bildirileri iginde (ss. 71-80), Ankara.

Aydin, E. (2007). Bilim, arastirma ve etik. Tiirk Hijyen ve Deneysel Biyoloji Dergisi, 64(2):47-53.
https://jag.journalagent.com/turkhijyen/pdfs/THDBD 64 2 47 53.pdf

Aypay, A. (2009). Bilimsel etik. Editor: Abdurrahman Tanri6gen, Bilimsel arastirma yontemleri iginde (ss: 277-
292), Ankara: An1 Yayincilik.

213


https://www.jurix.com.tr/article/18638?u=0&c=0
https://jag.journalagent.com/turkhijyen/pdfs/THDBD_64_2_47_53.pdf

Giilgiin F. Unal-SENGOR

Egitim Kuram ve Uygulama Arastirmalar1 Dergisi 2025, Cilt 11, Say1 2, 205-215 Ali Riza ERDEM

Aytag, K.Y, Ozkaya, A., & Daban, M. (2024). Effects of black carrot juice on liver lipid peroxidationand
antioxidant enzymes in acutely exercised rats. Comm. J. Biol., 8(2), 115-119.
https://doi.org/10.31594/commagene.1595158.

Balci, A. (2007). Sosyal bilimlerde arastirma: Yontem teknik ve ilkeler. (6. Baski), Pegem Ankara: Akademi
Yayincilik.

Basarer, D., Basarer, Z., & Tiifekci Akcan, A. (2016). Akademide etik ilkeler ve ihlaller: Nitel bir arastirma.
Yiiksekogretim ve Bilim Dergisi, 6(2): 242-251. https://doi.org/10.5961/jhes.2016.160.

Boydak, M. (2011). Arastirma ve yayin etigi. Editorler: N. Atasoy vd., Bilim etigi i¢inde (ss:. 15-42.) Istanbul:
Istanbul Universitesi Yaynlari.

Cetinkaya, E., Kirman Cetinkaya, E., Yildirim, M., & Kabapinar, F. (2017). Egitim arastirmacilarinin bilim
etigine iliskin gorlisleri. Alan Egitimi Arastirmalar: Dergisi, 3(2), 84-101.

Daskalova, A. (2019). Farmed fish welfare: stress, post-mortem muscle metabolism, and stress-related meat
quality changes. Int Aquat Res., 11, 113—124. https://doi.org/10.1007/s40071-019-0230-0

Ercan, T., Dash, Y., & Biger, E.B. (2021). Bilimsel bilgide etik ve intihal. Sivas Cumhuriyet Universitesi
Edebiyat Fakiiltesi Sosyal Bilimler Dergisi, XLV(1), 91-107.

Erdem, A. R. (2021). Aynanin arka yiizii: Ogretim iiyesinin bilim etigi sorumlulugu. Editérler: Fahri Apaydin ve
Sinan Kadir Celik, Akademide etik ihlalleri: Yasanmis vakalar-1 iginde (ss. 43—69), Ankara: Nobel
Akademik Yayincilik.

Ertekin, C., Berker, N., Tolun, A., & Ulkii, D. (2002). Bilimsel arastirmada etik ve sorunlari: Bilim insani, etik
ve toplum. Tiirkiye Bilimler Akademisi Yayinlari. Tiibitak Matbaasi-Ankara.

Erzan, A. (2008). Yaym ahlaki. Editor: Ayse Erzan, Bilim etigi el kitab: iginde (ss. 35-45), Ankara: Tiirkiye
Bilimler Akademisi Yayinlar.

Esmer, Y., & Ozdasli, K. (2023). Bilimsel arastirmalarda etik: Kavramlar ve ilkeler. Yiiksekogretim ve Bilim
Dergisi, 13(3): 397-409. https://doi.org/10.5961/higheredusci.1291201.

Giindiiz, B., Onder, B., Ekin, A., & Hasanoglu, N. (2023). Circadian rhythm and leptin hormone responses to
nutritional restriction in gerbils (meriones unguiculatus) with suprachiasmatic nucleus lesions. Comm. J.
Biol., 7(2), 119-126. https://doi.org/10.31594/commagene.1378509.

Isik, E. (2024). Tirkiye’de bilimsel arastirma ve yayn etigine aykiriligin hukuki rejimi. (Yiiksek Lisans Tezi),
Istanbul Ticaret Universitesi Sosyal Bilimler Enstitiisii, Istanbul.

Ilgan, A. (2008). Bilimsel arastirma ve yayn etigi. Selcuk Universitesi, Fen-Edebiyat Fakiiltesi Edebiyat
Dergisi, 19, 1-18. https://dergipark.org.tr/tr/download/article-file/151870

Ipek, F., Ozkan, 1., Balkaya, A., Erper, 1., & Yapici, B. (2024). Nitelikli Bal Kabag1 (Cucurbita moschata
Duchesne) Hatlarinin Fusarium oxysporum f. sp. cucumerinum’a Dayaniklilik Durumlarinin Belirlenmesi.
International Journal of Life Sciences and Biotechnology,7(3):198-207. doi.org/10.38001/ijlsb.1525327.

Karakiitiik, K. (2002). Ogretim iiyesi ve bilim insam yetistirme (Lisansiistii 6gretimin planlanmasi). Gelistirilmis
2. Baski, Ankara: An1 Yayincilik.

Karatay, M. (2022). Akademik etik. Uluslararasi Anadolu Sosyal Bilimler Dergisi, 6(1):196-214.
https://doi.org/10.47525/ulasbid. 1054488

Mavi, 1. (2024). Sosyal bilimlerde bilimsel arastirma etigi ve nitelik: Bilimsel aragtirma ve yayin degerlendirme
sorunsali. Editorler: F. Zendelli vd., 13th International Congress On Social, Humanities, Administrative,
and Educational Sciences in a Changing World iginde (ss. 727-746) BZT Turan Yayinevi.
https://doi.org/10.5281/zenodo.13304673.

Ofari-Mensah, S., Yildiz, M., Eldem, V., Urkii, C., & Kaplan, C. (2022). Effect of dietary inclusion of camelina
or chia oil on fatty acid digestibility, histology, blood biochemistry and molecular biomarkers in juvenile
gilthead sea bream (Sparus aurata, L.). Turk. J. Fish. & Aquat. Sci., 22(11),
https://doi.org/10.4194/TRIFAS20857

Ors, Y. (1994). Bilim etkinliginde deger sorunlar1. Diinya da ve Tiirkiye de bilim, etik ve iiniversite iginde (ss.61-
63), Ankara: TUBA Yayinlari.

Ozcan, M., & Balc1, Y. (2016). Akademisyenlerin arastirma ve yayin etigine iliskin diisiinceleri. fs Ahlak:
Dergisi, 9(1): 91-111. https://doi.org/10.12711/tjbe.2016.9.0006.

Ozel, K. C. (2018). Etik ve etik - hukuk arasindaki iliski. Tiirkiye Adalet Akademisi Dergisi, 9(33), 685-708.
https://dergipark.org.tr/tr/download/article-file/980898

Pieper, A. (1999). Etige giris. Cevirenler: Veysel Atayman ve Goniil Sezer, Istanbul: Ayrint1 Yaymlar1.

Poli, B.M., Parisi, G., Scappini, F., & Zampacavallo, G. (2005). Fish welfare and quality as affected by pre-
slaughter and slaughter management. Aquaculture International, 13 (1-2): 29-49.
https://doi.org/10.1007/s10499-004-9035-1

Stenium, T.M., Turgay, E., Topcu, N.E., Yardimci, R.E., & Karatas, S. (2024). The microbiomes of five
temperate soft corals declining in the Sea of Marmara.Marine Biodiversity, 54:25.
https://doi.org/10.1007/s12526-024-01419-7.

214


https://dergipark.org.tr/tr/download/article-file/151870
https://doi.org/10.1007/s12526-024-01419-7

Giilgiin F. Unal-SENGOR

Egitim Kuram ve Uygulama Arastirmalar1 Dergisi 2025, Cilt 11, Say1 2, 205-215 Ali Riza ERDEM

Tekcan, A. (2008). Sosyal bilim arastirmalarinda etik kurallar. Editor: A. Erzan, Bilim etigi elkitabi i¢inde (ss.
33-34), Ankara: Tiirkiye Bilimler Akademisi (TUBA) Yaynlar1.

Uzun, E. (2015). Adalet meslek etigi. (2. Baski). Eskisehir: Anadolu Universitesi A¢ik dgretim Fakiiltesi
Yayinlari.

Ulman, Y.I. (2010). Etik, Biyoetik, Hukuk: Temel Kavramlar ve Yaklasimlar. Actbadem Universitesi Saglk
Bilimleri Dergisi, 1(1), 1-4. http://journal.acibadem.edu.tr/en/pub/issue/61286/914081.

Unal, M., Toprak, M., & Baspinar, V. (2012). Bilim etigine aykir1 davranislar ve yaptirrmlar: Sosyal ve beseri
bilimler igin bir cergeve onerisi. Amme Idaresi Dergisi, 45(3): 1-27.

Unal-Sengér, G. F. (2023). Akademisyenlik ve toplumdaki rolii. Editor: Fahri Apaydin, Akademik etik ve bilim
icinde (ss.161-183), Istanbul: Akademide Etik Dernegi, Nobel Tip.

Yardimcei, R.E., Turgay, E., & Karatas, S. (2023). First case of chronic systemic spironucleosis in Freshwater
Angelfish (Pterophyllum scalare Schultze, 1823) in Tirkiye. Ankara Univ Vet Fak Derg., 70 (2), 231-236.
https://doi.org/10.33988/auvfd.1101571.

Yavuzcan, H. (2024). Validity of Visible Ectoparasite Intensity As a Non-invasive Biomarker for Fish welfare:
Parasitic copepod, Lernantropus kroyeri in Sea Bass As an Example. Aquatic Sciences and Engineering,
39(1), 30-35. https://doi.org/10.26650/ASE20241334425.

Yilmaz, S., Karatas, S., Steinum, T.M., Giirkan, M., Yilmaz, D.K., & Abdel-Latif, H.M.R. (2023). Isolation,
Identification, and Pathogenicity of Vibrio gigantis Retrieved from European Seabass (Dicentrarchus
labrax) Farmed in Tirkiye. Animals.13, 3580. https://doi.org/10.3390/ani13223580

Yolcu, M., Satar, E.I., Bagshan, M., & Kizmaz, V. (2023). Effect of Lambda-cyhalothrin on the Gill Phospholipid
(PL) Subclass of Oreochromis niloticus. Comm. J. Biol., 7(2), 152-158.
https://doi.org/10.31594/commagene.1399339.

YOK (2014). Yiiksekogretim kurumlart etik davrams ilkeleri, 22/10/2014 tarih, 62074 say1li genelgesi.

This work is licensed under a Creative Commons Attribution 4.0 International License

215


https://doi.org/10.3390/ani13223580
https://creativecommons.org/licenses/by/4.0/

(G

ISSN 2149-7702

e-ISSN 2587-0718 DOI: 10.38089/ekuad.2025.231

EKUA

JETPR

Egitim Kuram ve Uygulama Arastirmalan Dergisi

Vol 11 (2025) Issue 2, 216-228

A Bibliometric Analysis of Bibliometric Studies in the Field of Educational

Sciences

Kadir DUSUNEN!, Halit KARALAR?

Abstract

Key Words

This study aims to reveal the current state and examine the development of
bibliometric analysis research conducted in the field of educational sciences
based on data from the Web of Science (WoS). Using metadata retrieved from
WoS between 1985 and 2025, a bibliometric analysis was conducted to map
the literature on bibliometric studies within the educational sciences domain.
An initial search using the keywords "bibliometric" and "bibliometric analysis"
yielded 22,679 documents. The dataset was then refined by applying the filters
"Education & Educational Research" under WoS categories and "article" as the
document type, resulting in a final dataset of 522 articles published between
1985 and 2024. The data were analyzed using Biblioshiny, the web interface
of the bibliometrix package in RStudio. The analysis included annual scientific
production, the most relevant journals in the field, leading researchers,
scientific productivity by country, frequently used keywords, corresponding
authors’ countries and publications, citation networks by journal, international
collaboration patterns, and the most cited articles in WoS. The results indicate
a linear increase in bibliometric studies in educational sciences since 2014, with
the highest number of publications in 2024. The countries with the most
contributions were Spain, China, Brazil, and Tiirkiye. The most prolific
journals were Education and Information Technologies, Education Sciences,
Cogent Education, Movimento, and Frontiers in Education. The most
frequently used keywords were "bibliometric analysis," "bibliometrics,"
"education," and "bibliometric." This study provides a comprehensive
evaluation of bibliometric research in educational sciences and offers valuable
insights into the field's development for future research.

Bibliometric analysis
Bibliometric
Bibliometrics
Education
Educational sciences
Web of science

About Article

Sending date: 27.05.2025
Acceptance date: 01.07.2025
E-publication date: 31.08.2025

! Master's student, Mugla Sitk1 Kocman University, Faculty of Education, Department of Instructional Technology, Tiirkiye,

kadirdusunen@posta.mu.edu.tr , https://orcid.org/0009-0006-9267-9605

2 Assoc. Prof. Dr., Mugla Sitki Kocman University, Faculty of Education, Department of Instructional Technology, Tiirkiye,

halit@mu.edu.tr, https://orcid.org/0000-0001-9344-9672

216


mailto:kadirdusunen@posta.mu.edu.tr
https://orcid.org/0009-0006-9267-9605
mailto:halit@mu.edu.tr
https://orcid.org/0000-0001-9344-9672

Journal of Education, Theory and Practical Research 2025, Vol 11, Issue 2, 216-228 Kadir DUSUNEN, Halit KARALAR

Introduction

Bibliometric analysis is a method that quantitatively examines publications and citations in
scientific literature to reveal developmental trends, research topics, and influential works within a
specific field (Donthu et al., 2021). In the context of educational sciences, bibliometric analysis serves
as a valuable tool for understanding how the discipline has evolved, which topics have garnered the
most attention, and how research directions have shifted over time. Such analyses provide researchers
with critical insights into trends and gaps within the field (Aria & Cuccurullo, 2017).

The emergence of databases such as Web of Science, Scopus, Google Scholar, and PubMed has
enabled the comprehensive evaluation of the ever-growing body of scientific knowledge, thereby
enhancing the scope and value of bibliometric studies. Consequently, bibliometric analyses are
frequently conducted using various databases to assess the overall scientific publication performance of
countries (Bayrak & Aslanci, 2022). By quantitatively examining features such as the number of studies,
publication frequency, and citation counts related to specific topics or authors, bibliometric analysis
provides insights into the effectiveness and productivity of research (Cahit Arf Information Center,
2024).

Bibliometric studies are widespread across various disciplines, including finance, culture,
tourism, literature, technology, engineering, chemistry, biology, pharmacology, education, and health
(Bozdogan, 2020). Based on bibliometric data, the scientific communication processes within different
disciplines can be examined to reveal general structures and understand the communication dynamics
specific to each field (Al, 2008; Al & Dogan, 2012; Tonta & Al, 2004; Zan, 2012).

In educational sciences, bibliometric studies help identify how specific topics have evolved and
which research areas have gained prominence. Numerous bibliometric analyses have been conducted
globally in this field, covering topics such as mathematics education, geometry education, science
education, Turkish language education, social studies education, environmental education, assessment
and evaluation, misconceptions, and scientific literacy (Arici et al., 2019; Aydemir, 2021; Drijvers et
al., 2019; Kurtulus & Tatar, 2021). These studies contribute to a better understanding of trends,
developmental areas, and academic orientations in educational research. They also reveal the scope and
depth of research conducted in various subfields, identify popular research topics and methodologies,
and highlight the journals that contribute most significantly to the field.

Previous bibliometric studies have played a crucial role in identifying research gaps and future
directions in educational sciences, thereby influencing educational policies and practices. For instance,
Sobral (2021) demonstrated a rapid increase in research on e-learning, with a focus on digital learning,
online education, and e-learning platforms. Kuzu and Kuzu (2022) analyzed studies on educational
games, revealing growing interest and future research opportunities in this area. Another significant
study by Bacca-Acosta et al. (2021) systematically examined the use of augmented reality in education,
identifying research trends and future directions. Jamali et al. (2023) conducted a bibliometric study on
STEM (Science, Technology, Engineering, and Mathematics) education, highlighting its role in
enhancing educational quality, problem-solving skills, and innovative thinking. The study also
emphasized the increasing number of publications and the growing importance of STEM in educational
policies.

Despite the abundance of bibliometric studies in educational sciences, it is still unclear what the
trends, areas of development, and academic orientations of these studies are. The chronological
distribution of bibliometric studies, the most cited works, the top researchers and nations, the most
important research topics, and the journals that publish the most in this field must all be examined
through a thorough bibliometric study.

The purpose of this study is to perform a bibliometric analysis of bibliometric research that has
been published in the educational sciences. In order to do this, journal articles indexed under the Web
of Science database's "Education & Educational Research" category were analyzed in order to answer
the following research questions:

e What is the annual distribution of the articles?
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o What are the countries of the corresponding authors, and how are the articles distributed by
country?

o How productive are the nations in these articles?

o Which articles have received the highest number of citations?

o What are the most frequently used keywords?

e Which journals publish these articles most frequently?

o What patterns of international collaboration are observed on the world map?
o Who are the most relevant authors contributing to the field?

o What are the co-citation networks of journals?

Method

This study is a bibliometric analysis of bibliometric studies published in the field of educational
sciences. Bibliometric analysis employs quantitative and statistical methods to reveal the general
characteristics of publications within a specific topic or field (Pritchard, 1969). It is used to identify the
most influential researchers and studies in a given area (Tonta & Al, 2004).

To address the research questions, the PRISMA 2020 (Preferred Reporting Items for Systematic
Reviews and Meta-Analyses) guidelines were followed, which are widely used in the planning,
execution, reporting, and evaluation of systematic reviews and meta-analyses. PRISMA aims to enhance
the transparency and reproducibility of such studies. A key component of the PRISMA framework is a
flow diagram that visually summarizes the review process, including the number of studies identified,
screened, included, and excluded at each stage (Page et al., 2021). Based on this framework, decisions
were made regarding keywords, publication date range, and inclusion and exclusion criteria.

Data Collection

To conduct a bibliometric analysis of bibliometric studies in the field of education and
educational research, the Web of Science (WoS) database—widely recognized and used by researchers
(Meho & Yang, 2007)—was accessed. A search was conducted on May 8, 2025, using the keywords
"bibliometrics" and "bibliometric analysis" and 22,679 documents were obtained. The dataset was then
refined by applying the filters “Education & Educational Research” under WoS categories and “article”
as the document type, resulting in a final dataset of 522 articles published between 1985 and 2024
(Figure 1).

When Figure 1 is examined, it is seen that 22679 scientific studies containing the relevant
keywords were published in the years 1985-2025 (all times) within the scope of the detection criteria.
After being evaluated in the context of the exclusion criteria, the ones from this year were removed since
the year 2025 was ongoing. Only 522 articles containing the relevant keywords were reached in the field
of education and educational research.

Data analysis

In this research, the R Studio program was used to obtain the findings of the examined articles.
The R environment provides various packages for bibliometric analyses through its official repository
at https://cran.r-project.org/. These package programs used in bibliometric analyses are quite useful for
quantitative research (Aria & Cuccurullo, 2017). For data analysis, biblioshiny, the web interface of the
bibliometrix package in the R tool, was used. This software combines the functionality of bibliometrix
with the ease of use of the Shiny package to offer bibliometric analysis applications (Aria & Cuccurullo,
2017). Therefore, the preference for the R program contributes to the presentation of more detailed and
comprehensive bibliometric analyses, thereby increasing the findings obtained.

The articles accessed from the Web of Science database according to the criteria of the research
were downloaded in bibtex format via the “Full record and cited references” tab by selecting the “export”
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option and the “bibtex” format from the screen that opened. This file was opened in the RStudio software
and bibliometric analysis was performed.

[ Identification of studies via databases and registers ]
=
g
g Records identified from:
% Web of Science (n = 22679)
=
N’
)
Records screened p | Records excluded
(n=22679) (n=0)
Reports sought for retrieval Reports not retrieved
—>
e (n=22679) (n=0)
s
3
5
9]
Reports assessed for eligibility
(n=22679) —»| Reports excluded:
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Figure 1. PRISMA flow diagram (Page et al., 2021)

Findings
Annual distribution of articles

Figure 3 illustrates the annual distribution of bibliometric studies published in the field of
education and educational research. The data show a significant increase in the number of publications
over time, particularly after 2014. In 2014, only 11 articles were published, whereas this number rose
sharply to 157 in 2024, marking the highest annual output within the 1985-2024 period. This trend
indicates a growing interest in bibliometric research within the educational sciences over the past

decade.
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Figure 3. Distribution of bibliometric studies by year

Countries of corresponding authors and number of articles

Figure 4 presents the distribution of articles based on the countries of the corresponding authors.
Publications authored by researchers from a single country are categorized as SCP (Single Country
Publications), while those co-authored by researchers from multiple countries are classified as MCP
(Multiple Country Publications). The sum of SCP and MCP values represents the total number of
publications for each country.

Spain emerged as the leading country in terms of corresponding author contributions, with a
total of 101 articles (SCP = 90, MCP = 11). It was followed by China (SCP = 57, MCP = 16), Brazil
(SCP =29, MCP = 3), and Tiirkiye (SCP =22, MCP = 3).
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Figure 4. Countries of corresponding authors and number of articles
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Scientific productivity by country

Figure 5 displays the scientific productivity of countries in the field of bibliometric research in
education. In the map, darker shades of blue represent higher levels of productivity, while grey indicates
countries with no publications in this area or those whose publications are indexed in other databases.

The most scientifically productive countries were Spain (f = 304), China (f = 232), Brazil (f =
113), and Tirkiye (f = 78). These were followed by the United States, Vietnam, and India. The data
suggest that bibliometric research in educational sciences is gaining traction globally, with notable
contributions from both developed and emerging economies.

Figure 5. Country scientific production

Most cited articles

Table 1 presents the most cited bibliometric studies in the field of educational sciences. These
highly cited works focus on topics such as virtual and remote laboratories, augmented reality, smart
learning environments, gamification, classroom dialogue, and artificial intelligence. The citation
frequency of these studies indicates that these topics have emerged as trending areas within educational
research. The findings suggest that technological integration and innovation in education are central
themes attracting significant scholarly attention. These topics not only reflect current research interests
but also highlight the evolving nature of educational practices in response to digital transformation.
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Table 1. Most cited research globally

Correspondin Total
Research title Journal p g Year number of
Author e
citations
Virtual and remote labs in education: A .
Ruben Heradio et.
bibliometric analysis CE alu en Heradio e 2016 354

Research trends in the use of augmented
reality in science education: Content and CE Faruk Arici et. al 2019 199
bibliometric mapping analysis

Scientific production and thematic

breqkthroughs in smart lea;"ning ' SLE Friday Joseph 2021 143
environments. a bibliometric analysis Agbo et. al

The use of gamification in education. a J. Marti-Parrefio

bibliometric and text mining analysis JCAL et. al 2016 141
Exploring two decades of research on

classroom dialogue by using bibliometric CE Yu Song et. al 2019 138

analysis

Artificial Intelligence in Higher Education: Francisco-Javier
A Bibliometric Study on its Impact in the ES Hinojo-Lucena et. 2019 125

Scientific Literature al

Creativity and education: A bibliometric Daniel Hernandez-
mapping of the research literature (1975— TSC  Torrano 2020 110
2019) & Laura Ibraeva

Fifty years of British Journal of Educational

Technology: A topic modeling based BJET  Xieling Chenet. al 2020 101
bibliometric perspective

The Potentials and Trends of Virtual Reality
in Education a Bibliometric Analysis on Top VE Dejian Liu et. al 2017 99
Research Studies in the Last Two Decades

Research on Teaching Chinese as a Second or

Foreign Language in and Outside Mainland T ApgRr Yang Gong et. al 2018 92
China: A Bibliometric Analysis '

Analisis bibliométrico y de redes sociales en

tesis doctorales espariolas sobre television C

(1976/2007)
Note. CE: Computer & Education, SLE: Smart Learning Environments, JCAL: Journal of Computer
Assisted Learning, ES: Education Sciences, TSC: Thinking Skills and Creativity, BJET: British Journal
of Educational Technology, VE: Virtual, Augmented, and Mixed Realities in Education, TAPER: The
Asia-Pacific Education Researcher, C: Comunicar

Rafael Repiso-

Caballero et. al 2011 82

Most frequently used keywords in articles

Figure 6 displays a word cloud representing the most frequently used keywords in bibliometric
studies. The most prominent terms were: bibliometric analysis (f = 222), bibliometrics (f = 90),
education (f= 83), and bibliometric (f= 63). These keywords reflect the core focus areas of the analyzed
studies and highlight the centrality of bibliometric methods in educational research.
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Figure 6. Word cloud of the most frequently used keywords in research

Figure 7 presents a tree map of the most common keywords plus terms—terms that frequently
appear in the titles of cited references but not necessarily in the article titles themselves. The most
frequent keywords plus were: science (f= 107, 11%), education (f= 61, 6%), and students (f =59, 6%),
impact (f = 44, 4%). These terms suggest a strong emphasis on scientific inquiry, educational contexts,
and the role of students and impact in the literature.
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Figure 7. Tree map of keywords

Journals with the highest number of publications

Table 2 and Figure 9 highlight the journals that have published the most bibliometric studies in
the field of educational sciences. The top four journals are: Education and Information Technologies,
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Education Sciences, Cogent Education, and Movimento. These journals have become prominent
platforms for disseminating bibliometric research, reflecting their relevance and influence in the
academic discourse surrounding educational sciences.

Table 2. Journals with the highest number of publications

Journals Number of published research
Education and Information Technologies 22
Education Sciences 13
Cogent Education 11
Movimento 11
Frontiers in Education 9

International Journal of Technology in Education 9
Education for Information 8
Revista Publicando 8
International Journal of Sustainability in Higher Education 7
Revista De Educacion 7

International collaboration patterns

Figure 8 illustrates the global collaboration network among countries based on co-authorship in
bibliometric studies. Countries with stronger collaboration ties are represented with thicker connecting
lines. The map reveals that international collaboration is particularly strong among European and Asian
countries, with Spain, China, and Brazil frequently engaging in cross-border research partnerships.

This pattern suggests that bibliometric research in education is not only growing in volume but
also becoming increasingly globalized, reflecting the interconnected nature of educational challenges
and innovations.

Longitude
-
\

Latitude

Figure 8. Country collaboration map

Most relevant authors

Figure 9 presents the most relevant authors in the field, based on the number of publications and
contributions to bibliometric research in education. These authors have significantly shaped the
discourse and development of the field through their consistent scholarly output. Identifying these key
contributors helps highlight influential voices and potential collaborators for future research.
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Figure 9. Most relevant authors

Journal co-citation network

Figure 10 displays the co-citation network of journals, showing how often journals are cited
together in bibliometric studies. Each colored circle represents a journal, the circle size represents the
citation weight of the relevant journal, and the lines connecting the circles represent the co-links.
According to the figure, the largest circle is Scientometrics in green, which has the highest number of
citations and the widest network. This network reveals clusters of journals that are frequently referenced
in tandem, indicating thematic or methodological similarities. Such networks help map the intellectual
structure of the field and identify core journals that serve as hubs of knowledge dissemination.
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Figure 9. Co-citation network by journals

225



Journal of Education, Theory and Practical Research 2025, Vol 11, Issue 2, 216-228 Kadir DUSUNEN, Halit KARALAR

Discussion, Conclusion and Suggestions

This research investigates the current landscape and evolution of bibliometric studies within the
field of educational sciences, utilizing data sourced from the Web of Science (WoS). The study focuses
on several key indicators, including annual publication trends, prominent journals, influential authors,
country-level research productivity, commonly used keywords, and patterns of international
collaboration. Additionally, it explores citation networks and identifies the most frequently cited works
in the field.

Findings indicate a steady upward trend in bibliometric publications since 2014, with a notable
surge in 2024. This increase may be attributed to the broader accessibility of digital research tools and
databases. As scholarly interest in bibliometric methods continues to grow, it is likely that new
approaches and perspectives will emerge, contributing to the methodological and thematic
diversification of the field. The interdisciplinary nature of educational sciences has also played a role in
enriching bibliometric research, as scholars from various domains contribute to its development.

Among the most prolific contributors are Chen X., Ho Y.S., Perez-Gutierrez M., Xie H., and Zou
D., whose work has significantly shaped the field’s trajectory. Recognizing these researchers not only
highlights their impact but also points to potential collaborators for future studies. The international
collaboration map reveals moderate global engagement, particularly among European, Asian, and Latin
American countries. However, the relatively low proportion of multi-country publications suggests that
there is still potential for expanding cross-border research initiatives.

The most cited studies in the dataset tend to focus on emerging educational technologies, such
as virtual laboratories, augmented reality, smart learning environments, gamification, and artificial
intelligence. These themes reflect the dynamic nature of the field and its responsiveness to technological
advancements. The frequent use of keywords like “bibliometric analysis,” “education,” “science,” and
“impact” further underscores the field’s relevance and its potential for interdisciplinary integration.

99 ¢

Citation analysis shows that Scientometrics stands out as the most cited journal, indicating its
central role in the dissemination of bibliometric research. Other frequently used publication venues
include Education and Information Technologies, Education Sciences, Cogent Education, Movimento,
Frontiers in Education, and the International Journal of Technology in Education. These journals reflect
the strong connection between bibliometric research and themes such as digital transformation and
personalized learning in education. The prominence of these themes in citation metrics underscores their
relevance and impact in shaping contemporary educational discourse. Moreover, the close relationship
of bibliometric analysis research with education and technology disciplines can strengthen connections
regarding technology integration in education and support the potential for application and integration
in these fields.

Spain emerges as a leading country in terms of both publication volume and citation impact.
This finding highlights the significant contribution of Spanish researchers to the advancement of
bibliometric research and the country’s leadership in shaping the direction of bibliometric research.
Spain is pioneering further developments in bibliometric research and fostering international
collaboration, providing knowledge to a global audience. This leadership may be linked to the country’s
robust academic infrastructure and its emphasis on educational innovation. Spain’s active collaboration
with other nations further strengthens its position. Following Spain, China, Brazil, Tiirkiye, and the
United States also play significant roles in advancing bibliometric research.

Despite its contributions, this study has certain limitations. The analysis is confined to the WoS
database, excluding other major sources such as Scopus, ERIC, PsycINFO, and PubMed. Including
these databases in future research could provide a more comprehensive view of the field. Moreover, the
current study focuses solely on journal articles, omitting other scholarly outputs like books, book
chapters, and conference proceedings. Expanding the scope to include these formats would offer a
broader understanding of the research landscape.
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In summary, this study provides a detailed overview of bibliometric research in educational
sciences, highlighting its growth, diversity, and potential. Future investigations should continue to
monitor evolving trends and explore cross-disciplinary comparisons to deepen our understanding of how
educational research is shaped by bibliometric approaches.
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Abstract

Key Words

This study aims to explore the relationship between school administrators’
social justice leadership and the stigmatization tendencies of teachers. To
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Introduction

Schools are experiencing a multi-faceted social, economic, environmental and academic crisis.
Many studies have been conducted to support academic learning and social/emotional development in
this multi-crisis environment. In this context, it can be said that equality and justice-oriented teaching in
schools is becoming increasingly important. Social justice leadership has started to attract the attention
of more researchers as a concept emphasized and examined in the field of educational administration
(Berkovich, 2014; Biiyiikgoze et al., 2018; Canli & Demirtas, 2022; Feng & Chen, 2018; Furman, 2012;
Kondakg! et al., 2021; Ozdemir & Pektas, 2017; Theoharris, 2007; Wang, 2018). Accordingly, social
justice leadership is important for more effective distribution of academic and social resources in schools
and creating a sustainable educational environment.

Social justice leadership encompasses school-based efforts to provide fair and inclusive learning
experiences, particularly for students from disadvantaged populations (Ozdemir & Pektas, 2017). Social
justice leadership, which addresses the educational needs of disadvantaged students, is about the fair
distribution of educational resources (Feng & Chen, 2018). On the other hand, although social justice is
closely related to the distribution of resources, social justice may not only be achieved by distributing
resources equally among individuals. It is also in touch with the norms that determine how members of
society treat each other and how they relate to others. Students can also experience exclusion from
interactions in the learning environment, not only because of their lack of access to resources, but also
because of their disadvantages. The exclusion of students and their parents from educational processes
is also an obstacle to social justice (Ryan, 20006).

The experience of stigmatization stands out as a problem that can lead to exclusion in
educational processes. Stigmatization means the negative differentiation, exclusion and isolation of an
individual or a group by society due to a certain situation (Arboleda-Florez & Stuart, 2012; Yaman &
Giingor, 2013b). From this point of view, it can be said that stigmatization is a relational process. As a
relational process, stigmatization occurs at the level of words, gestures, meanings and emotions in the
interpersonal field (Yang et al., 2007). Although stigmatization has a micro view in terms of focusing
on relational issues, it is seen that this concept also has macro and systemic dimensions. Various
researchers have pointed out that stigmatization produces and sustains material and immaterial
inequalities (Arboleda-Florez, & Stuart, 2012; Garcia-Lorenzo et al., 2022; Link & Phelan, 2001;
Pescosolido & Martin, 2015). In this context, it is reasonable to assume that social justice leadership,
which aims to eliminate inequalities, should also address issues related to stigmatization.

It is understood that stigmatization can also be seen in schools (Atmaca, 2020; Kondakg, et al.,
2021; McNulty & Roseboro, 2009; Yaman & Giingor, 2013b). It can be thought that this situation will
cause negative consequences for other educational stakeholders, especially students. According to
Shields (2004), when educators implicitly place the responsibility for school failure on disadvantaged
families and students through generalizations and labels based on socially constructed stereotypes, many
students begin to believe that they cannot achieve academic success. McNulty and Roseboro (2009)
point out that once the patterns of failure in stigmatized students become entrenched, it is generally
difficult to change. Therefore, it is important to prevent stigmatization experiences that lead to academic
and social inequalities in schools. At this point, school administrators also have a role to play. As a
matter of fact, various researchers emphasize that school administrators should make efforts to prevent
such negativities by developing awareness against stigmatization behaviors within the school (Yaman
& Giingdr, 2013b; Onk & Cemaloglu, 2016).

Social justice leadership can be considered an effective leadership approach in combating
stigmatization. In this regard, social justice leaders are considered to play a pivotal role in mitigating
stigmatizing attitudes and behaviors within educational environments. Indeed, Berkovich (2014) states
that social justice leaders strive to eliminate prejudices, while Whang (2019) emphasizes that they
contribute to teachers’ professional development by being aware of their own biases and treating all
school members fairly. Additionally, Theoharis (2007) highlights that social justice leaders adopt
strategies such as questioning unjust practices and guiding staff through this process.

In this context, examining the relationship between school administrators’ social justice
leadership and teachers’ stigmatization tendencies emerges as an important research area. Nevertheless,
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the existing literature offers limited empirical insight into the association between these two constructs.
Accordingly, this study aims to fill a gap in the literature and is anticipated to contribute meaningfully
to academic discussions on the subject.

Social Justice Leadership

Social justice leadership represents a form of contextually grounded activism that seeks to
reshape educational settings into inclusive and supportive environments where both teachers and
students are empowered to succeed, regardless of prevailing challenges (Garcia-Carmona et al., 2021).
It is stated in the literature that social justice leadership has unique and distinctive basic characteristics.
Theoharis (2007) stands out as a researcher who developed a theory of social justice leadership. In this
context, it is understood that the social justice leader tries to make sense of diversity by giving
importance to it. Creating a positive school climate where all educational stakeholders feel valued and
accepted is considered as one of the components of social justice practices of administrators (Wang,
2018). Social justice leaders respect differences among people and support disadvantaged students
(Whang, 2019).

It is understood that social justice leaders do not only focus on raising the academic achievement
of each student, but also contribute to raising students as critical-thinking citizens in society by raising
awareness about the concept of justice. In this framework, the first goal of social justice leaders is to
cooperate to ensure that every child succeeds and to try to increase the academic achievement of students
in different ways. Equipping students to become active and engaged members of society is regarded as
a secondary essential objective of educational leaders (Shaked, 2020).

Professional development of teachers is also considered important within the scope of social
justice leadership practices in schools. Indeed, school administrators who are committed to social justice
principles are reported to closely monitor the professional and emotional needs of teachers (Towers,
2022). To effectively implement the principle of social justice within the school environment,
professional development must involve recognizing staff members' strengths and areas for growth,
fostering attitudinal and behavioral change toward social justice, and equipping them with the capacity
to take initiative and responsibility (Wang, 2018). In addition, reviewing teacher-student relationships
and guiding teachers to meet the needs of the changing student population can be considered among the
prominent practices in this context (Silva et al., 2021; Whang, 2019). The social justice leader guides
school staff in addressing inequalities, thereby fostering learning that emphasizes staff development and
equity in the use of available resources (Theoharis, 2007). Accordingly, it may be inferred that school
leaders committed to social justice principles emphasize teacher development to ensure a fairer and more
inclusive educational setting.

Although it is emphasized that social justice leadership plays an important role in many areas
from a theoretical perspective, it can be said that school administrators may face various difficulties due
to the structural, cultural and individual obstacles they face in putting this ideal into practice. According
to Szeto & Cheng (2018), school administrators' leadership practices are influenced by contextual
factors, and macro-level contextual factors create certain difficulties. At this point, Arar et al. (2017)
emphasize that administrators working in a centralized education system may also face various obstacles
in terms of social justice. In addition, micro-level contextual factors may also pose obstacles to social
justice leadership. According to Ryan (2016), organizational realities affect the practices of social justice
leaders. The daily routines, tight schedules, and unexpected disruptions that affect managers' days, as
mentioned by Miller and Martin (2015), may reflect organizational realities. Due to these various
obstacles and challenges, it can be said that there is a need to provide various professional development
opportunities for school administrators to develop their understanding of social justice.

It is important for school leaders to promote an inclusive pedagogy, to identify and address
prejudice and discrimination, to provide a positive learning climate for a diverse student population, and
to transform schools to ensure equity in learning for all students. In order to realize these goals, school
administrators need to possess critical leadership skills based on moral and ethical values such as trust,
respect and adaptation to diversity. They also need awareness and motivation (Forde & Torrance, 2017;
Miller & Martin, 2015; Szeto & Cheng, 2018).
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In the Turkish context, there are some problems related to social justice leadership. First of all,
there is no training that prepares school administrators for social justice in Tiirkiye (Canli & Demirtas,
2022). The absence of both theoretical and practical frameworks regarding social justice leadership
within centralized educational systems in Tiirkiye complicates the role of school administrators.
Furthermore, the lack of professionalization in school leadership and the limited authority granted to
administrators present significant barriers to the effective execution of social justice-oriented practices
in schools (Kondakgr et al., 2021). School administrators, who have limited authority in realizing social
justice leadership (Arar et al., 2017), experience problems such as insufficient resources in addition to
limited authority due to the centralized education system (Canli & Demirtag, 2022). Since there is no
legal obligation for school administrators to exhibit social justice leadership in the Turkish education
system, social justice leadership is completely dependent on the personal efforts of school principals.
The main power for school administrators to take action in this regard is their personal beliefs and
dedication (Arar et al., 2017; Kondaker et al., 2021).

Stigmatization

Stigmatization is an interdisciplinary issue. Various disciplines including psychology, sociology
and anthropology have contributed to this issue. For this reason, the concept of stigmatization has been
approached from different angles; many conceptualizations have emerged, making the concept of
stigmatization complex (Link & Phelan, 2001). Goffman (2014) approached the concept of
stigmatization from a sociological perspective and stated that stigma is an unexpected and unwanted
difference. Stigmatization reflects a social process that is experienced from time to time in certain
periods of life in line with relationships, which leads everyone to play both roles: stigmatized on the one
hand and normal people on the other. In this respect, stigmatization is addressed within the framework
of roles played in an interaction process.

The concept of stigmatization comes from the ancient Greek word -stizein. The word stizein
refers to a mark placed on slaves in Greek society to determine their position in the social structure and
to reflect that they were fewer valuable members of society. These marks, which are cut or burned on
the body and make the person distinctive, aim to exclude the relevant person or groups from social
acceptance (Arboleda-Florez, 2002; Arboleda-Florez, & Stuart, 2012; Goffman, 2014; Weidner, 1981).
Accordingly, it is understood that in the process of stigmatization, the individual first differentiates and
then the process of exclusion follows.

Stigmatization refers to a sense of being set apart in a negative way because of one’s
circumstances or group affiliation (Arboleda-Florez, & Stuart, 2012). Stigmatization means that a person
or group is pushed out of society and isolated due to experiences that are not accepted by society (Yaman
& Giingor, 2013b). People who are aware of stigmatization see themselves as different from the group
identity and perceive themselves in a mold, even if they do not believe that a negative stereotype is true
(Spruyt et al., 2015).

It is pointed out that stigmatization is an issue that should be examined especially by social
scientists. It is argued that stigmatization is the main determinant of many issues related to life, from
psychological well-being to employment and housing (Link & Phelan, 2001). It can be said that this
issue also has reflections in the field of education. For example, within the scope of status loss in the
stigmatization process; it is seen that the person is placed downward in the status hierarchy with negative
labeling and stereotypes. Having a devalued status in society also leads to concrete inequalities in the
context of social interactions within small groups. Reflections of these inequalities can be seen in details
such as taking the floor, referring to the contributions of others, nodding and interrupting. Low status is
a barrier to participating in social activities or undertaking various activities (Link & Phelan, 2001). In
schools, in classrooms, in the relationship between teachers and students, it is possible to encounter
inequalities in the context of social interactions with the process of loss of status.

The positioning of some students in a lower status group in the classroom reflects status
differences in the learning environment. Status differences can occur implicitly without even being
recognized (Ronksley-Pavia et al., 2019). However, teaching for social justice requires attention to
pedagogies that provide equitable learning opportunities in the classroom and school practices that
sustain these opportunities (McNulty & Roseboro, 2009). Accordingly, as Lafleur and Srivastava (2019)
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emphasize, it is important to conduct research on the interactions between teachers, students, and peers
in schools and classrooms to ensure that disadvantaged children have quality access to education.

In schools, the stigmatization of student behaviors that do not conform to dominant behavior
patterns by school administrators and teachers is considered as an important stigmatization process in
educational environments. Students who do not stand out academically and do not show behaviors in
line with the expectations of the school are subjected to stigmatization. Especially in schools where
academic achievement is low, it can be said that students who do not have high expectations for their
success and who are thought not to exhibit normal behaviors are likely to be stigmatized (Atmaca, 2020).
In addition to stigmatization experiences in the learning environment, it is understood that stigmatization
can also be experienced among different educational stakeholders in schools.

It is noted that stigmatization experiences are a concept that leads to negative consequences for
the organization (Yaman & Giingor, 2013b). It is also possible to experience these negative experiences
in the context of school organization. For example, in the context of a school located in a
socioeconomically disadvantaged region, a school administrator drew attention to the issue of
stigmatization. It was stated that families were stigmatized and self-criticism was made regarding this
issue (Kondake1 et al., 2021). In this context, it can be said that stigmatization is not only limited to
students, but can also occur in the relationships between school administration and parents or between
teachers and parents.

Stigmatization is also seen in peer interactions in schools. In schools, some students are
subjected to ongoing experiences of labeling by their peers. Misbehavior, academic weakness, slow
learning, incompetence, disobedience and guilt are labels that lead to social exclusion. Teachers' tacit
acceptance of these exclusionary peer attitudes and failure to intervene reinforce the stigmatization
process (Lafleur & Srivastava, 2019). It can be said that these processes start with labeling, and the
process leads to exclusion and discrimination. As emphasized by Link and Phelan (2001), stigmatization
depends primarily on the social power that leads to labeling, stereotyping, separation and rejection of
labeled people into different categories, exclusion and discrimination.

Remembering that stigmatization occurs because the individual has a different characteristic, it
can be said that individuals with special needs can also experience this process in schools. For example,
not having enough information about learning disabilities causes stigmatization. In the study conducted
by Ronksley-Pavia et al. (2019), according to the experiences of both gifted students and students with
learning disabilities; it was found that the student who experienced this situation tried to hide it in the
first place due to the lack of sufficient information about learning disabilities. Although the disadvantage
of the participant was not recognized at the first stage, this became clear over time. The process brought
stigmatization and exclusion. Attention Deficit Hyperactivity Disorder (ADHD), for example, is also a
condition associated with misconceptions and beliefs that can lead to stigmatization. It has been revealed
that the level of misinformation about ADHD treatment is high, especially among teachers, and drug
treatment is stigmatized (Karabekiroglu et al., 2009). Therefore, stigma in educational contexts may
stem from challenges associated with psychological, behavioral, or neurodevelopmental conditions.

It is noted that the process of stigmatization can also lead to the perpetuation of delinquency.
Students who are frequently disciplined for inappropriate behavior are more likely to receive complaints,
appear in court and build a history in the juvenile court system. It is also emphasized that students are
not only frequently blamed and perpetuate the cycle of the bad child, but also that students cannot escape
their past mistakes to change their behavior (McNulty & Roseboro, 2009).

Teachers' stigmatizing tendencies can negatively affect the healthy functioning of schools and
the educational lives of students (Yaman & Giingor, 2014). Teachers are an important source of
information especially for disadvantaged students. Therefore, there is a need for more information on
how teachers form their expectations and whether they are biased (Gershenson et al., 2016). If teachers'
expectations are systematically biased, this can deepen educational inequalities (Gershenson et al.,
2016). For stigmatized students, patterns of failure in school are often difficult to change once they have
become entrenched (McNulty & Roseboro, 2009). Consequently, stigma poses a significant threat to
children's psychological well-being, self-perception, and long-term educational trajectories (Lafleur &
Srivastava, 2019).
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Purpose of the Study

This study aims to investigate the relationship between school administrators’ social justice
leadership and teachers’ stigmatization tendencies. In line with this objective, the study seeks to address
the following research questions:

1. What is the level of school administrators’ social justice leadership as perceived by
teachers?

2. What is the level of teachers’ stigmatization tendencies?

3. Is there a significant relationship between school administrators’ social justice leadership
and teachers’ stigmatization tendencies?

Method
Research Design

This research utilized a quantitative correlational survey design to explore potential associations
between variables. Such a design enables the examination of whether a meaningful connection exists
and how strong it is between two or more constructs (Karasar, 2020). Correlational design offers the
opportunity to explain the relationship between variables. In this design, researchers can relate two or
more variables instead of trying to manipulate variables as in an experiment (Creswell, 2012). This study
focuses on two key variables: school administrators’ social justice leadership and teachers’
stigmatization tendencies, and investigating the relationship between them.

Quantitative research, which generally uses structured methods and is based on statistics,
reaches more people and communicates faster than qualitative research (Dawson, 2002). This study,
which aims to examine the relationship between school administrators' social justice leadership and
teachers' stigmatization tendencies based on teachers’ perceptions, was designed using a quantitative
research method.

Study group

The study group of the research consists of 2075 teachers working in Arnavutkdy district of
Istanbul province in the 2023-2024 academic year. It can be said that the socioeconomic and cultural
conditions of schools in the province of istanbul differ in general. In this sense, when the research on
the socioeconomic development ranking of districts is examined, it is seen that Arnavutkdy district ranks
36th among 39 districts in Istanbul province (Ministry of Industry and Technology, 2022). In this regard,
the Arnavutkoy district, known for its socioeconomically disadvantaged structure, was considered
suitable for the research.

The study employed simple random sampling as the method for selecting participants. Simple
random sampling is a form of sampling in which all elements in the population have equal probability
of selection (Creswell, 2017; Karasar, 2020). Considering the table of Cohen et al. (2007; p. 104) for
the sample size, it is understood that 385 participants in the population between 2000 and 2500 is
sufficient for the sample size at 95% confidence level.

Data Collection Process

Ethical approval for the study was obtained from the Ethics Committee of Yildiz Technical
University. Data were collected in person and on a voluntary basis from teachers employed in public
schools located in the Arnavutkdy district of Istanbul during April of the 2023-2024. To account for
potential issues such as incomplete or inaccurately completed responses, a total of 500 data collection
instruments were distributed.

Prior to data collection, participants were informed that no identifying information would be
requested, that their responses would remain confidential, and that participation was entirely voluntary.
On average, it took participants approximately 10 minutes to complete the demographic information
form and the scales.

234



Journal of Education, Theory and Practical Research 2025, Vol 11, Issue 2, 229-241 Berna UNAL, Emre ER

In total, responses were obtained from 406 teachers. However, 21 of these were excluded from
the analysis due to missing or inaccurate information. As a result, data analysis was conducted on the
remaining 385 valid responses.

Data Collection Tool

The demographic form prepared by the researcher, Social Justice Leadership Scale (Bozkurt,
2017) and Stigma Scale (Yaman & Giingdr, 2013a) are the data collection tools of this study.
Permissions for the use of the scales were obtained from the respective researchers. The Social Justice
Leadership Scale (Bozkurt, 2017) was prepared to evaluate the social justice leadership behaviors of
school administrators according to the perceptions of teachers. Within the scope of the measurement
tool development studies, the draft form of the scale was designed with 39 items to be applied to a
sample group of 136 people. Based on the analysis, five items displaying overlapping characteristics
were excluded, reducing the total number of items to 34. The scale is based on a five-point Likert scale
was used to score the scale (Bozkurt, 2017).

Based on the exploratory factor analysis performed by Bozkurt (2017), the items in the scale
were grouped into four distinct sub-dimensions. The dimensions are classified as stakeholder support,
critical consciousness, distributive justice and participation. Confirmatory factor analysis confirmed the
four-factor structure. Stakeholder support dimension covers the efforts of managers to support
disadvantaged groups. This dimension consists of 11 items. The Cronbach Alpha coefficient for the
stakeholder support dimension was .95. Critical consciousness dimension consists of seven items
measuring awareness of social, economic and political pressures and taking action accordingly. In this
dimension, Cronbach Alpha coefficient was calculated as .94 (Bozkurt, 2017).

The distributive justice dimension deals with the fair allocation of resources and tasks within
the school and is represented by six items. Cronbach's Alpha value for the distributive justice dimension
was .95. The participation dimension consists of 10 items that emphasize the participation of teachers,
students and other stakeholders in decision-making processes. Cronbach Alpha coefficient for this
dimension was calculated as .95. In the reliability analysis of the scale, Cronbach Alpha coefficient was
found to be .98. This shows that the scale has a reliable structure (Bozkurt, 2017).

The Stigma Scale developed by Yaman and Giingdér (2013a) was prepared to measure
stigmatization tendency. The validity and reliability analyses of the scale were conducted with 780
administrator and teacher participants. A 35-item measurement form was created within the scope of the
study. As a result of Exploratory Factor Analysis (EFA), 13 items with factor loadings below .30 were
removed, the analysis was repeated and a scale consisting of 22 items was formed. This instrument,
created by Yaman and Giingdr (2013a), utilizes a five-level Likert response system.

Within the scope of Yaman and Giingdr's (2013a) stigmatization scale development studies, the
scale items were grouped into four factors and each factor was named by associating it with the concepts
involved in the stigmatization tendency process. The first dimension of the scale is discrimination and
exclusion, which consists of six items with factor loadings ranging from .69 to .47. The items in this
dimension include discrimination and exclusion perceptions in general. The second dimension is
labeling, which ranges between .59 and .52 and consists of six items. This dimension includes the
tendency to label individuals according to variables such as gender, marital status and age.

The third dimension, called psychological health, ranges between .66 and .49 and consists of
five items. The items in this factor include elements of stigmatization tendency towards individuals with
psychological distress and communication problems. The fourth dimension represents the prejudice
dimension, which ranges between .63 and .46 and consists of five items. This dimension includes items
assessing the tendency to stigmatize and develop prejudice against individuals based on criminal
tendency, world view, seniority, lifestyle and individual characteristics (Yaman & Giingor, 2013a).

As a result of reliability analyses, Cronbach's Alpha internal consistency coefficients were .77
for discrimination and exclusion, .68 for labeling, .66 for psychological health and .54 for prejudice.
Cronbach's Alpha reliability coefficient for the whole scale was calculated as .84. According to this
result, it is stated that the scale is generally reliable (Yaman & Giingor, 2013a).
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Validity and Reliability Studies of the Scales

Within the scope of this study, the validity and reliability analyses of the two data collection
instruments — the Social Justice Leadership Scale and the Stigma Scale — were re-examined. The
number of items, factor structures, and reliability coefficients for each scale are summarized in Table 1.

Table 1. Number of items, factor analysis and reliability results of the scales

Scale Number KMO Bartlett's Variance Factor Loadings Cronbach’s
of Items X Explained% Lowest Highest Alpha
Social Justice 30 o8 1 9682 81.64 78 88 98
Leadership p=-
. 1375.98
Stigma 18 78 »< .00 47.58 31 .70 .76

Following the validity and reliability analyses of the Social Justice Leadership Scale, four items
(18, 19, 20, and 22) that did not align with the identified dimensions were excluded, resulting in a final
scale composed of 30 items. Similarly, based on the findings from the validity and reliability evaluation
of the Stigma Scale, items 4, 5, 10, and 15 were removed due to their misalignment with the factor
structure, and the scale was finalized with 18 items.

The Social Justice Leadership Scale measures four dimensions. As a result of the validity and
reliability analyses conducted within the scope of the current study, it was found that the KMO value
was .98, Bartlett's (X2) coefficient was 15579.02 (p <.00) and the explained variance was 81.64%.
Factor loadings ranged between .78 and .88 and Cronbach's Alpha Coefficient was .98. The Stigma
Scale measures four dimensions. It is seen that the KMO value is .78, Bartlett's (X2) coefficient is
1375.98 (p <.00) and the explained variance is 47.58%. Factor loadings ranged between .31 and .70 and
Cronbach's Alpha Coefficient was .76.

Data analysis

The data collected during the research process were first organized using Microsoft Excel and
subsequently analyzed through the SPSS 26 statistical software package. Data entry into the SPSS
program was completed and reliability and validity analyses of the scales used in the research were
performed first. Statistical techniques are generally categorized into parametric and nonparametric
methods. If the data obtained from the sample exhibit normal distribution, parametric methods should
be applied (Pallant, 2023). Therefore, in this process, normality tests of the social justice leadership and
stigmatization tendency data were also conducted in order to decide which analyses to perform. As the
data exhibited normal distribution, parametric statistical methods were employed in the analysis.
Descriptive statistical methods were used to analyze the data. Pearson correlation analysis was
conducted to examine whether a significant relationship exists between teachers’ perceptions of their
school administrators’ social justice leadership and their own stigmatization tendencies.

Normality Analyses

Skewness and kurtosis values were examined to evaluate the conformity of the data collected
from the social justice leadership scale and the stigma scale to normal distribution. It is understood that
skewness and kurtosis values are acceptable at a value between +2.0 (George & Mallery, 2016). Table
2 presents the skewness and kurtosis values derived from the data obtained through the measurement
scales utilized in this study.

Table 2. Skewness and kurtosis values of social justice leadership and stigma scales

Scale Skewness Kurtosis
Social Justice Leadership -1.106 .891
Stigma 222 -.125

The skewness value of the social justice leadership scale is -1.106 and the kurtosis value is .891.
The skewness value of the stigma scale is .222 and the kurtosis value is-.125. Accordingly, it was found
that the data showed normal distribution.
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Findings

In order to shed light on the research questions, this section presents the findings obtained as a
result of analyzing the data collected during the research process.

Table 3. Teachers' perceptions of social justice leadership and their levels of stigmatization tendencies

Variables n Minimum Maximum X SD
Social Justice

Leadership 385 1.00 5.00 3.89 97
Stigma 385 1.00 3.33 2.03 46

When Table 3 is examined, it is observed that teachers' perceptions of social justice leadership
are at a level of (X = 3.89) out of a full score of 5. On the other hand, participants’ stigmatization
tendencies are at a level of (X = 2.03) out of 5. According to the standard deviation values, the most
homogeneous distribution is seen in the variable of stigmatization tendency (SD = .46), whereas the
most heterogeneous distribution is observed in the variable of social justice leadership (SD = .97).

Table 4. The relationship between school administrators' social justice leadership and teachers' stigma tendencies

Social Justice Leadership Stigma

Social Justice Leadership 1 - 11%*
Stigma 1

As shown in Table 4, the Pearson correlation analysis revealed a statistically significant negative
and weak correlation between the level of social justice leadership and teachers’ stigmatization
tendencies (r = —.11, p < .01). Therefore, within the scope of the study, a negative and low-level
relationship was found between school administrators' social justice leadership and teachers'
stigmatization tendencies.

Discussion, Conclusion and Suggestions

This section presents a discussion of the research findings. First, the results regarding teachers’
perceptions of social justice leadership and their levels of stigmatization tendency are addressed. Then,
the findings concerning the relationship between these two variables are discussed. This study reveals
that, from the teachers’ perspective, school administrators exhibit a high level of social justice
leadership. According to Kondaker et al. (2021), since there is no legal obligation concerning social
justice in Tiirkiye, its implementation generally depends on the personal efforts of school administrators.
Therefore, within the scope of this study, it is possible that administrators’ individual initiatives and
awareness may have led them to take an active stance on social justice. Indeed, there are also studies in
the literature indicating that perceptions of social justice leadership are generally high (Adisen, 2022;
Arslan, 2019; Bozkurt, 2018; Dogan, 2021; Feng & Chen, 2018; Giirel, 2022; Kiigiik, 2023; Ozdemir &
Pektas, 2017; Yildirim, 2021).

The teaching profession, by its nature, requires empathy, tolerance, and sensitivity to
differences; this may contribute to teachers generally having lower tendencies to stigmatize. Studies in
the literature also show that teachers tend to have low stigmatization tendencies (Akin Bayramlik &
Ulug, 2019; Giingdr, 2013; Onk & Cemaloglu, 2016; Yaman & Giingér, 2014). Additionally, the
increasing diversity in schools can encourage teachers to adopt inclusive attitudes and avoid stigmatizing
behaviors.

The present study points to the potential of social justice leadership practices to have a negative
effect on stigmatization tendencies. As emphasized by Feng and Chen (2018), an administrator who
demonstrates social justice leadership may be considered to make efforts to prevent various inequalities,
particularly discrimination in schools. Social justice leaders also strive to eliminate prejudices and guide
teachers to become aware of such biases (Berkhovich, 2014; Whang, 2019; Theoharris, 2007). In this
context, it can be said that social justice leadership can play a role in reducing teachers' stigmatization
tendencies.

It is important to consider social justice as encompassing abstract elements such as norms (Ryan,
2006) and particular forms of relationships (Gewirtz, 1998). Stigmatization, as Link and Phelan (2001)
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note, is a complex and multifaceted phenomenon influenced by multiple factors. The present study
suggests that social justice leadership has the potential to positively impact social dynamics and
contribute to reducing stigmatizing behaviors. It also highlights the importance of understanding social
justice within its broader social and relational context.

The literature indicates that social justice leadership in schools is positively associated with
favorable attitudes such as ethical climate, teachers’ commitment to administrators, organizational
citizenship behaviors, academic optimism, and motivation, while it is negatively associated with
unfavorable attitudes such as organizational cynicism and students’ alienation from school (Arslan,
2019; Bozkurt, 2018; Canli & Demirtas, 2022; Feng & Chen, 2018; Giirel, 2022; Kiiciik, 2023; Ozdemir
& Pektas, 2017; Yalgin, 2022; Yildirim, 2021). Moreover, another important result consistent with this
research is the finding of Onk and Cemaloglu (2016), who identified a significant and negative
relationship between teachers’ perceptions of organizational justice and their stigmatization tendencies.
The results of the present study similarly indicate the potential of social justice leadership to reduce
stigmatization tendencies. In this context, the study contributes to the literature by highlighting the
relationship between social justice leadership and stigmatization, and provides recommendations for
researchers, policymakers, and practitioners.

Further research is needed to explore how various factors influence stigmatization in educational
settings and how stigmatization can be prevented. Future studies may investigate the relationship
between teachers’ participation in professional learning and their stigmatization tendencies. In addition,
examining how different leadership styles adopted by school administrators are related to teachers’
propensity for stigmatizing attitudes could be valuable. To understand this complex phenomenon more
comprehensively, qualitative or mixed-method research approaches may also be employed to explore
stigmatization in schools in greater depth.

It can be said that the efforts of an administrator exhibiting social justice leadership to prevent
inequalities such as stigmatization tendency, discrimination and prejudice in schools are effective to
some extent. In this context, school administrators can be given social justice leadership training. These
trainings can enable administrators to improve their prevention skills by recognizing stigmatization
tendency, discrimination and prejudice. In faculties of education, pre-service teachers can be offered
critical pedagogy courses that contribute to strengthening social justice perception and critical
consciousness.
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Many of the innovations and reforms in education aim to cultivate scientifically
literate individuals with a sound understanding of the nature of science. The first
step toward understanding science and its nature is to properly conceptualize the
individuals who produce scientific knowledge—namely, scientists.
Misconceptions or negative perceptions about scientists may lead individuals to
distance themselves from science. Previous studies indicate that perceptions of
scientists begin to form as early as the preschool years. Particularly at the
elementary level, the models of scientists that students construct in their minds
based on their experiences influence whether they will engage in scientific work
in the future and whether they will use scientific process skills to solve problems
encountered in daily life. From this perspective, the present study aimed to identify
the images of scientists held by pre-service primary teachers. In addition, it
examined whether these images differed according to gender, year of study,
following a scientific publication, having previously met a scientist, and having a
scientist in the family. The study employed a case study design and was conducted
during the 2022-2023 academic year fall semester with pre-service primary
teachers enrolled at Mugla Sitki Ko¢gman University, Faculty of Education. A total
of 149 participants took part in the study. Data were collected using the modified
Draw-a-Scientist Test (m-DAST), adapted specifically for this research. The data
were analyzed using rubrics under three categories: the appearance of the scientist,
the field of work of the scientist, and the work of the scientist. The findings
revealed that pre-service teachers viewed scientists’ appearance primarily within
the “traditional” category. Their images of scientists’ fields of work included both
“traditional” and “broader than traditional” categories, whereas their images of
scientists’ work were predominantly classified as “traditional.”
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Introduction

Individuals can develop an accurate understanding of science and a positive attitude toward it
only through a proper understanding of scientists (Kuhn, 2008). The first condition for forming a correct
image of scientists in the minds of individuals is to comprehend the nature of science (Kaya et al., 2008).
In many countries, one of the key components of curricula is to raise scientifically literate individuals
with a sound understanding of the nature of science. Constructing learning environments that provide
students with an appropriate perception of the nature of science is only possible if teachers themselves
hold an accurate understanding of the nature of science (Dogan, Cakiroglu, Bilican, & Cavus-Giingdren,
2014). However, research indicates that teachers often hold misconceptions about the nature of science.
The nature of science encompasses topics such as the characteristics of scientific knowledge and
scientists, scientific publications, and the ways in which science influences society (McComas, Clough,
& Almazroa, 1998).

The image of scientists formed in individuals’ minds significantly influences their perspectives
on both science and scientists. Negative or inaccurate perceptions about scientists may cause individuals
to distance themselves from both scientists and science. For this reason, studies investigating
individuals’ perceptions or images of scientists have increased rapidly in recent years. Several studies
have shown that perceptions of scientists begin to emerge as early as the preschool period (Newton &
Newton, 1992). From preschool onward, the concept of a scientist is shaped by individuals’ experiences.
Numerous factors influence students’ images of scientists. Media, family, peers, textbooks, and teachers
all play an important role in shaping these images (Schibeci & Sorenson, 1983; Tenenbaum & Leaper,
2003; Tiirkmen, 2008).

When the historical process is examined, the first study on scientists’ images was conducted by
Mead and Metraux (1957) with 35,000 students. In subsequent years, Chambers (1983) developed the
“Draw-A-Scientist Test (DAST),” which identified seven common characteristics of scientists through
his study: laboratory coat (typically white), glasses, messy hair and beard, symbols of research, symbols
of knowledge, technological equipment (such as computers, microscopes, and telescopes), and captions
like “Eureka!” Newton and Newton (1992), in their study investigating the perceptions of scientists
among children aged 4 to 11, employed the DAST and clarified unclear aspects by asking the children
additional questions. They categorized the identified characteristics of scientists into two groups:
figurative features (gender, laboratory coat, glasses, beard, and baldness) and background features
(knowledge and work related to science and involvement in the scientific process). In later years, Finson,
Beaver, and Cramond (1995) designed the “Draw-A-Scientist Checklist (DAST-C),” which enabled
researchers to easily examine and control the most frequently observed elements. A review of the
literature reveals that numerous studies have been conducted to explore individuals’ images of scientists.
These studies have examined such images in relation to variables including grade level, culture, gender,
socioeconomic differences, and place of residence (Demirbas, 2009; Erkorkmaz, 2009; Kara, 2013;
Urtekin, Polat, Kaya, & Afacan, 2013; Yontar Togrol, 2013; Ruiz-Mallen & Escalas, 2012; Samaras et
al., 2012; Narayan, Park, & Peker, 2009; Barman, Ostlund, Gatto, & Halferty, 1997; Chambers, 1993;
Song & Kim, 1999; Finson, 2001; Finson, 2003; Finson, Pederson, & Thomas, 2006; Koren & Bar,
2009).

Contemporary educational reforms aim to ensure that teachers possess valid concepts and
understandings of the nature of science. It is unrealistic to expect teachers to present a topic to their
students and create an effective classroom environment if they themselves do not know or understand
the subject matter (Akg¢ay, 2011). Incorporating historical knowledge into instructional planning helps
students better comprehend the process of scientific discovery (Kao, Su, & Huang, 2005). According to
Finson (2002), students’ perceptions of science and scientists are shaped throughout their school years.
Particularly at the elementary level, the scientist models’ students construct in their minds based on their
experiences influence whether they will engage in scientific research in the future, as well as whether
they will apply scientific process skills to solve everyday problems. Mathews (1994) emphasized that
examining the lives and work of scientists can make science topics more concrete and humanized (as
cited in Bakanay, 2015). In this regard, students should not only learn the names of scientists but also
become familiar with their work, the obstacles they encounter, and their success stories. Emphasizing
that creativity and imagination play a crucial role in scientific progress and that scientists conduct their
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work within social, cultural, and historical contexts is essential for developing students’ awareness.
Students should be able to answer questions such as: Who is a scientist? How do scientists work? What
are the characteristics of scientists? What are the stories behind major scientific discoveries? Are world-
changing inventions—such as Newton’s apple falling on his head—really that simple, or is there more
to them? At this point, it is important for students not only to know scientists’ names but also to
understand their work and the processes they experienced during their research. The earlier students
develop an awareness of scientists, the more likely they are to foster their own investigative and
research-oriented skills. Lederman (1992) emphasized that in order to improve students’ conceptions of
the nature of science, it is first necessary to focus on teachers and pre-service teachers. The primary
reason for selecting pre-service primary teachers as participants in this study is that these individuals
will be responsible for educating students at the elementary level. Images of scientists play a crucial role
in shaping students’ attitudes toward science and scientists. The images formed during the elementary
years can directly influence students’ interest in science and their scientific thinking skills. Therefore,
identifying pre-service primary teachers’ images of scientists is important for understanding how they
will present science to their future students, what kinds of examples they will use, and how they will
model scientific processes. In this sense, conducting the study with pre-service teachers can provide
insights into teacher education strategies that support the development of scientific awareness at an early
age.

Considering these points, the preparation of pre-service primary teachers for their future roles
gains particular importance. A review of the literature reveals that studies investigating pre-service
primary teachers’ images of scientists often focus on variables such as grade level and gender (Arslan
& Kartal, 2021; Ozgiin, Giirkan, & Kahraman, 2018). However, because many factors can influence
individuals’ images of scientists, the present study differs from previous research by also examining
variables such as following scientific publications, having previously met a scientist, and having a
scientist in the family. This is based on the assumption that images of scientists are shaped not only by
demographic variables but also through individuals’ personal interactions with science. Thus, variables
such as “following a scientific publication,” “meeting a scientist,” and “having a scientist in the family”
represent individuals’ direct or indirect interactions with science. The potential effects of these
interactions on individuals’ images of scientists may shape their interest in science, attitudes, and
professional orientations. Previous studies have explored how such personal and interactional factors
influence scientific identity and career aspirations (Archer et al., 2010; DeWitt & Archer, 2015; Farland-
Smith, 2009). In this regard, the study aims to fill a gap in existing literature by offering a more in-depth
evaluation of pre-service teachers’ images of scientists, thereby making an innovative contribution to
the field. Based on this rationale, the main research question of the study is: “What are the images of
scientists held by pre-service primary teachers?”” The sub-questions of the study are as follows:

1. How do pre-service primary teachers’ images of scientists differ according to gender?
2. How does grade level influence pre-service primary teachers’ images of scientists?

3. What role does following scientific publications play in shaping pre-service teachers’ images of
scientists?

4. How does having previously met a scientist affect pre-service teachers’ images of scientists?

How do pre-service teachers’ images of scientists differ depending on whether they have a
scientist in the family?

Method

Since this study examined pre-service primary teachers’ images of scientists and how these
images varied by gender, grade level, following a scientific publication, having previously met a
scientist, and having a scientist in the family, a qualitative research approach was adopted. The purpose
of qualitative research is to understand participants’ perceptions, experiences, and lives (Fraenkel &
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Wallen, 1990; Merriam, 1988). The study was conducted using a case study design, which enables the
phenomenon under investigation to be described in detail and participants to be illuminated with
comprehensive information. In this design, data are collected systematically, and the relationships
between variables are examined in depth (Cepni, 2018).

This study was approved by the Mugla Sitki Kogman University Scientific Research and
Publication Ethics Committee (Decision No: 133, Protocol No: 220151, Date: 10.10.2022). The research
was conducted in accordance with the Higher Education Institutions Scientific Research and Publication
Ethics Directive.

Participants were informed, both in writing and orally, about the purpose, scope, and data
collection process of the study. They were clearly informed that the data would be used solely for
academic purposes, that their identities would remain confidential, and that they could withdraw from
the study at any time. Participation in the research was voluntary. Prior to the interviews, detailed
explanations about the content of the study were provided, and the framework within which their
responses would be evaluated was shared. In this way, participants were able to take part in the process
consciously and securely.

Participants

The study was conducted in the fall semester of the 2022—-2023 academic year with students
enrolled in the Primary Education Department of the Faculty of Education at Mugla Sitki Kogman
University. Convenience sampling was employed in the selection of the study group, considering factors
such as cost and time. Although the participation of 250 pre-service teachers was initially planned, a
total of 149 pre-service primary teachers voluntarily participated in the study.

Data Collection Instrument

A review of the literature reveals that different data collection instruments have been used to
identify individuals’ images of scientists. These instruments include open-ended questions requiring
explanations and drawings, multiple-choice questions, and interviews. Historically, the first study on
scientists’ images was conducted by Mead and Metraux (1957) with 35,000 students. Later, Chambers
(1983) developed the Draw-A-Scientist Test (DAST), through which seven characteristics of scientists
were identified: laboratory coat (usually white), glasses, messy hair and beard, symbols of research,
symbols of knowledge, technological equipment (computer, microscope, telescope), and captions such
as “Eureka!”

In the present study, the modified version of the DAST, known as the m-DAST, designed by
Farland (2003), was used. The m-DAST consists of two parts: the first part includes questions regarding
participants’ demographic characteristics, while the second part consists of a drawing task accompanied
by instructions. The data collection instrument applied in the study is presented below:

PartI:
Gender: Female () Male ()
Grade Level: 1st year () 2nd year () 3rd year () 4th year ()
Do you follow any scientific publication(s)? Yes () ............... No ()
Have you ever met a scientist? Yes () ............... No ()
Do you have a scientist in your family? Yes () ............... No ()
Part II:
Imagine that you are going on a trip somewhere tomorrow. At the place you visit, a scientist is conducting
research. Please draw this scientist while working. Explain your drawing. You may use the back side of the
paper if you need more space.
Data Analysis

For data analysis, rubrics developed by Farland (2003) for the evaluation of drawings obtained
from the modified DAST (m-DAST) were used. The rubrics were organized under three categories: (1)
the appearance of the scientist, (2) the working environment of the scientist, and (3) the work of the
scientist. Each pre-service teacher’s drawing was evaluated within the framework of these three

245



Sevgi SALIM,
Journal of Education, Theory and Practical Research 2025, Vol 11, Issue 2, 242-258 Meryem GORECEK BAYBARS

categories, and corresponding classifications were made. The procedures followed in the rubrics are
presented in Table 1.

Table 1. Evaluation rubric for drawings of scientists’ images

Score Category Appearance Working Environment Work

The environment is
ambiguous, or a space such as

classroom has been
depicted that does not convey
a scientific context.

The scientist figure is unclear,
drawn in a simplistic stick-
figure style, or depicted as a
non-scientist character.

The scientist’s activity is not

0 Unclassified understandable.

The environment is .
S . . . . Unrealistic, exaggerated,
The scientist is depicted as frightening, secretive, or .. . .
frightening experiments or

1 Sensational  bizarre, frightening, fantastic;  unusual, non- .= L
caricatured, or monstrous laboratory equipment may e
’ ’ appear illustrated.

Scientists  were typically A

portrayed  as traditional traditional  laboratory Activities appear realistic but

setting 1is illustrated with lack detail; methods or

2 Traditional  figures; male, in white ..
BUTES, ’ . standard tools such as desks processes are not explicitly
laboratory coats, and wearing
and computers. shown.
glasses.

. . Fieldwork, nature, or virtual
Scientists include women,

. . settings are illustrated.

Broader than individuals from diverse g5 .

3 .. . representing realistic
Traditional ~ ethnic  backgrounds, or . . .

scientific environments

minority groups. beyond the laboratory.

The scientific process is fully
represented; activities are
detailed, realistic, and
meaningful.

The data obtained from the instrument were evaluated according to the rubric above, and
categories were generated. These data were then entered into the SPSS software, where comparisons
were made regarding pre-service teachers’ images of scientists based on gender, grade level, following
scientific publications, having previously met a scientist, and having a scientist in the family.

Data Analysis Process

The data analysis process was carried out collaboratively by the field expert researcher, who
supervised the study, and the first author, who is an undergraduate student. Coding was performed
independently by the two researchers, who examined the students’ responses based on the m-DAST
rubrics and categorized them into themes. Differences of opinion that emerged during the coding process
were resolved through mutual discussions between the researchers. To ensure inter-coder reliability, the
coding conducted separately by the two researchers were compared, and the level of agreement was
examined. Although Cohen’s Kappa reliability coefficient was not calculated, a high level of consistency
was achieved across themes. In addition, the analysis process was supported with sample drawings,
tables, and explanations in order to enhance the validity of the findings.

Findings

The findings obtained from the study, which aimed to identify pre-service primary teachers’
images of scientists in relation to various variables, are presented in tables below. To help readers follow
the results more easily, pre-service teachers are coded with numbers in the examples provided. In the
coding, “T” represents a pre-service teacher, while the numbers indicate their order. For instance,
“T100” refers to the pre-service teacher numbered 100.

The relationship between pre-service primary teachers’ gender and their images of scientists’
appearance is presented in Table 2.
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Table 2. Pre-service primary teachers’ images of scientists’ appearance by gender
Scientists’ Appearance

Uncategorized  Sensational  Traditional Broader than Total
Traditional
Female 8 1 62 36 107
Male 10 0 32 0 42
Total 18 1 94 36 149

When Table 2 is examined, it is seen that among the 149 pre-service teachers who participated
in the study, 18 of their drawings related to the appearance of scientists were evaluated as uncategorized.
In these wunclassified drawings, pre-service teachers mostly drew simplistic “stick-figure”
representations. Of the 18 pre-service teachers in this category, 8 were female and 10 were male. In the
sensational category, only one pre-service teacher’s drawing was identified, and this participant was
female. In the traditional category, 94 out of 149 pre-service teachers’ drawings were evaluated. Of
these, 62 belonged to female pre-service teachers and 32 to male pre-service teachers. Finally, only 36
drawings were evaluated in the broader than traditional category, and all of these responses belonged
to female pre-service teachers.

The relationship between pre-service teachers’ gender and their images of scientists’ working
environments is presented in Table 3.

Table 3. Pre-service primary teachers’ images of scientists’ workspaces by gender

Scientists’ Workspace

Traditional Broader than Traditional Total
Female 62 36 107
Male 32 0 42
Total 94 36 149

When Table 3 is examined, it is observed that out of 149 pre-service teachers, 99 were evaluated
in the traditional category regarding the working environment of scientists. Among these 99
participants, 75 were female and 24 were male. In addition, 50 pre-service teachers’ drawings were
evaluated in the broader than traditional category. Of these, 32 belonged to female pre-service teachers
and 18 to male pre-service teachers.

The relationship between pre-service teachers’ gender and their images of scientists’ work is
presented in Table 4.

Table 4. Pre-service primary teachers’ images of scientists’ work by gender
Scientists’ Work

Sensational Traditional Broader than Traditional Total

Female 3 62 36 107
Male 2 32 0 42
Total 5 94 36 149

When Table 4 is examined, it is observed that out of 149 pre-service teachers, five were
evaluated in the sensational category regarding their images of scientists’ work. Among these, three
were female and two were male. Furthermore, 137 pre-service teachers’ drawings were placed in the
traditional category. Of these participants, 99 were female and 38 were male. Only seven pre-service
teachers were evaluated in the broader than traditional category, five of whom were female and two
male.

The relationship between pre-service teachers’ grade levels and their images of scientists’
appearance is presented in Table 5.
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Table 5. Pre-service primary teachers’ images of scientists’ appearance by grade level
Scientists’ Appearance

Uncategorized Sensational Traditional Broader than Traditional ~ Total
Ist Year 9 0 23 10 42
2nd Year 6 0 22 8 36
3rd Year 3 0 30 8 41
4th Year 0 1 19 10 30
Total 18 1 94 36 149

When Table 5 is examined, it is observed that out of the 149 pre-service teachers, 18 drawings
regarding the appearance of scientists were evaluated as uncategorized. Among these, nine belonged to
first-year students, six to second-year students, and three to third-year students. Additionally, 94 pre-
service teachers’ drawings were evaluated in the traditional category. Among these, 23 were first-year
students, 22 were second-year students, 30 were third-year students, and 19 were fourth-year students.
Finally, 36 pre-service teachers’ drawings were classified under the broader than traditional category.
Of these participants, 10 were first-year students, eight were second-year students, eight were third-year
students, and 10 were fourth-year students.

The relationship between pre-service teachers’ grade levels and their images of scientists’
working environments is presented in Table 6.

Table 6. Pre-service primary teachers’ images of scientists’ workplaces by grade level
Scientists’ Workplace

Traditional Broader than Traditional Total
1st Year 23 19 42
2nd Year 29 7 36
3rd Year 27 14 41
4th Year 20 10 30
Total 99 50 149

When Table 6 is examined, it is observed that 99 pre-service teachers were placed in the
traditional category regarding the working environments of scientists. Among these participants, 23
were first-year students, 29 were second-year students, 27 were third-year students, and 20 were fourth-
year students. Additionally, 50 pre-service teachers’ drawings were evaluated in the broader than
traditional category. Of these, 19 were first-year students, seven were second-year students, 14 were
third-year students, and 10 were fourth-year students.

The relationship between pre-service teachers’ grade levels and their images of scientists” work
is presented in Table 7.

Table 7. Pre-service primary teachers’ images of scientists’ work by grade level
Scientists’ Work

Sensational Traditional Broader than Traditional Total
Ist Year 1 38 3 42
2nd Year 0 35 1 36
3rd Year 2 39 0 41
4th Year 2 25 3 30
Total 5 137 7 149

When Table 7 is examined, it can be seen that five of the 149 pre-service teachers’ images of
scientists’ work were evaluated in the sensational category. Among these participants, one was a first-
year student, two were third-year students, and two were fourth-year students. Additionally, 137 pre-
service teachers’ drawings were placed in the traditional category. Within this category, 38 were first-
year students, 35 were second-year students, 39 were third-year students, and 25 were fourth-year
students. Finally, only seven pre-service teachers’ drawings were evaluated in the broader than
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traditional category. Among these participants, three were first-year students, one was a second-year
student, and three were fourth-year students.

The relationship between pre-service teachers’ status of following scientific publications and
their images of scientists’ appearance is presented in Table 8.

Table 8. Pre-service primary teachers’ images of scientists’ appearance by following scientific publications

Scientists’ Appearance

Broader than

Uncategorized  Sensational Traditional Traditional Total
24
Following Yes 3 0 17 4
Scientific 15 1 77 32 125
Publications
Total 18 1 94 36 149

When Table 8 is examined, it is observed that 18 pre-service teachers’ drawings were evaluated
as uncategorized. Among these participants, three reported following a scientific publication, while 15
did not. In the sensational category, there was only one pre-service teacher, and this participant did not
follow any scientific publication. Additionally, 94 pre-service teachers’ drawings were placed in the
traditional category. Among them, 17 participants reported following a scientific publication, whereas
77 did not. Finally, 36 pre-service teachers’ drawings were classified under the broader than traditional
category. Of these, four reported following a scientific publication, while 32 did not.

The relationship between pre-service teachers’ status of following scientific publications and
their images of scientists’ working environments is presented in Table 9.

Table 9. Pre-service primary teachers’ images of scientists’ workplaces by following scientific
publications

Scientists’ Workplaces

Traditional Broader than Traditional Total
) o Yes 17 7 24
Followmg Sf:lentlﬁc No 32 43 125
Publications
Total 99 50 149

When Table 9 is examined, it is observed that 99 pre-service teachers’ drawings were evaluated
in the traditional category regarding the working environments of scientists. Among these participants,
17 reported following a scientific publication, while 82 did not. Additionally, 50 pre-service teachers’
drawings were classified under the broader than traditional category. Of these, seven participants
reported following a scientific publication, whereas 43 did not.

The relationship between pre-service teachers’ status of following scientific publications and
their images of scientists’ work is presented in Table 10.

Table 10. Pre-service primary teachers’ images of scientists’ work by following scientific publications
Scientists” Work

Sensational  Traditional Broader than Traditional Total
Following Yes 0 24 0 24
Scientific No 5 113 7 125
Publications Tty 5 137 7 149

When Table 10 is examined, it is observed that five of the 149 pre-service teachers’ drawings
were evaluated in the sensational category regarding their images of scientists’ work. None of these five
participants reported following any scientific publication. Additionally, 137 pre-service teachers’
drawings were classified under the traditional category. Among these participants, 24 reported
following a scientific publication, whereas 113 did not. Finally, only seven pre-service teachers’

249



Sevgi SALIM,
Journal of Education, Theory and Practical Research 2025, Vol 11, Issue 2, 242-258 Meryem GORECEK BAYBARS

drawings were placed in the broader than traditional category, and none of these participants reported
following a scientific publication.

The relationship between pre-service teachers’ experience of meeting a scientist and their
images of scientists’ appearance is presented in Table 11.

Table 11. Pre-service primary teachers’ images of scientists’ appearance by meeting a scientist
Scientists’ Appearance

Broader
Uncategorized  Sensational  Traditional than Total
Traditional
) Yes 2 0 9 8 19
Meetinga 16 1 85 28 130
Scientist
Total 18 1 94 36 149

When Table 11 is examined, it is observed that 18 pre-service teachers’ drawings were evaluated
as uncategorized. Among these participants, 16 reported that they had not previously met a scientist,
while only two stated that they had. Regarding the traditional category, nine pre-service teachers
reported having met a scientist, whereas 85 stated that they had not. In the broader than traditional

category, eight pre-service teachers indicated that they had previously met a scientist, while 28 reported
that they had not.

The relationship between pre-service teachers’ experience of meeting a scientist and their
images of scientists” working environments is presented in Table 12.

Table 12. Pre-service primary teachers’ images of scientists’ workplaces by meeting a scientist

Scientists’” Workplaces

Traditional Broader than Traditional Total
Yes 1 8 19
Meeting a
Scientist No 88 42 130
Total 99 50 149

When Table 12 is examined, it is observed that among the 99 pre-service teachers evaluated in
the traditional category, 11 reported that they had previously met a scientist, while 88 stated that they
had not. Similarly, among the 50 pre-service teachers classified under the broader than traditional

category, eight participants indicated that they had met a scientist before, whereas 42 reported that they
had not.

The relationship between pre-service teachers’ experience of meeting a scientist and their
images of scientists” work is presented in Table 13.

Table 13. Pre-service primary teachers’ images of scientists’ work by meeting a scientist
Scientists” Work

Broader than

Sensational Traditional Traditional Total
) Yes 0 17 2 19
Mecting a No 5 120 5 130
Scientist
Total 5 137 7 149

When Table 13 is examined, it is observed that five of the 149 pre-service teachers’ drawings
were evaluated in the sensational category regarding their images of scientists’ work, and all five
participants reported that they had not previously met a scientist. Additionally, 137 pre-service teachers’
drawings were classified under the fraditional category. Among these participants, only 17 stated that
they had met a scientist before, whereas 120 reported that they had not. Finally, seven pre-service
teachers’ drawings were placed in the broader than traditional category. Among these, two participants
indicated that they had previously met a scientist, while five stated that they had not.
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The relationship between pre-service teachers’ family background involving scientists and their
images of scientists’ appearance is presented in Table 14.

Table 14. Pre-service primary teachers’ images of scientists’ appearance by having a scientist in the family
Scientists’ Appearance

Broader
Uncategorized Sensational  Traditional than Total
Traditional
Haying a Yes 0 0 4 2 6
Scientist 18 1 90 34 143
in the
Family Total 18 1 94 36 149

When Table 14 is examined, it is observed that only six out of the 149 pre-service teachers
reported having a scientist in their family. Among these participants, two were evaluated in the broader
than traditional category regarding their images of scientists’ appearance, while four were evaluated in
the traditional category.

In contrast, 143 pre-service teachers reported not having a scientist in their family. Among these
participants, 18 were evaluated in the uncategorized category, one in the sensational category, 94 in the
traditional category, and 36 in the broader than traditional category.

The relationship between pre-service teachers’ family background involving scientists and their
images of scientists’ working environments is presented in Table 15.

Table 15. Pre-service primary teachers’ images of scientists’ working areas by having a scientist in the family
Scientists’ Working Areas

Broader than

Traditional Traditional Total

Having a Yes 4 2 6
Scientist in the No 95 48 143
Family Total 99 50 149

When Table 15 is examined, it is observed that among the six pre-service teachers who reported
having a scientist in their family, four were evaluated in the traditional category regarding scientists’
working environments, while two were classified in the broader than traditional category. Among the
143 pre-service teachers who reported not having a scientist in their family, 95 were placed in the
traditional category, whereas 48 were evaluated in the broader than traditional category.

The relationship between pre-service teachers’ family background involving scientists and their
images of scientists’ work is presented in Table 16.
Table 16. Pre-service primary teachers’ images of scientists’ work by having a scientist in the family
Scientists’ Work
Broader than

onal .. e
Sensationa Traditional Traditional Total
Having a Yes 0 6 0 6
Scientist in No 5 131 7 143
the Family Total 5 137 7 149

When Table 16 is examined, it is observed that among the six pre-service teachers who reported
having a scientist in their family, all were evaluated in the traditional category regarding their images
of scientists’ work.

Among the pre-service teachers who reported not having a scientist in their family, five were
classified in the sensational category, 131 in the traditional category, and seven in the broader than
traditional category.

Examples of pre-service teachers’ drawings are presented below.
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Example Drawing — T33
(Female — 1st year — Follows
scientific publications — No
scientist in family — Has not
previously met a scientist)

This drawing belongs to a female pre-service teacher enrolled in the first year. The participant
follows scientific publications, has no scientist in her family, and has not previously met a scientist.
Based on the analysis of her drawing and explanation, her perceptions regarding the appearance,
working environment, and work of the scientist were evaluated in the “traditional” category. As shown
in the drawing, the participant portrayed a bald, white male scientist wearing glasses and a lab coat. On
the scientist’s desk, traditional experimental materials are also present. In her explanation, the participant
stated that the scientist is working in a laboratory, i.e., an indoor setting. However, the participant did
not provide detailed information about the scientist’s work.

Example Drawing — T107
(Female — 3rd year — does
not follow any scientific
publications — has not
previously met a scientist —
no scientist in the family).

The drawing above belongs to a female pre-service teacher enrolled in the third year. The
participant does not follow any scientific publications, has not previously met a scientist, and does not
have a scientist in her family. The drawing was evaluated in the “traditional” category in terms of the
appearance and working environment of the scientist, while it was classified under the “sensational”
category regarding the scientist’s work.

In the depiction of the scientist’s appearance, traditional elements such as a lab coat and messy
hair are present. The scientist is shown working indoors. However, when the scientist’s work is
examined, the participant’s explanation includes an unusual statement suggesting that the scientist is
creating humans in an artificial environment.
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JAIia Tanal CIZum yapmax ICiNLKagigin arka yuzunu Kulignadiirsiniz) JJ
| 2

¥ ! Example Drawing —
T140 (Female — 4th year
— does not follow any
scientific publications —
has not previously met a
scientist — no scientist in

the family).)

The drawing above belongs to a female pre-service teacher enrolled in the fourth year. The
participant does not follow any scientific publications, has not previously met a scientist, and does not
have a scientist in her family. The drawing was evaluated in the “traditional” category in terms of the
appearance and working environment of the scientist, while it was classified under the “sensational”
category regarding the scientist’s work. In the depiction of the scientist’s appearance, traditional
elements such as a lab coat and messy hair are present. The scientist is shown working indoors. However,
when the scientist’s work is examined, the participant’s explanation indicates that the scientist is
working on an immortality elixir in a laboratory setting.

~\ Example Drawing —
¢ 5y Yo bodael W Lelaco s 726 (Female — st

/AN CANYS yacaclanaral coluasoles  year - follows
: g Mo, scientific publications
p. 23 — has previously met a

} scientist — has a

/ scientist in the family).
/
/

The drawing above belongs to a female pre-service teacher enrolled in the first year. The
participant follows scientific publications, has previously met a scientist, and has a scientist in her
family. Based on the analysis of her drawing and explanation, her perceptions were evaluated in the
“broader than traditional” category in terms of the appearance and working environment of the scientist,
while the scientist’s work was classified under the “traditional” category.

Discussion, Conclusion, and Recommendations

In this study, the images of scientists held by pre-service primary teachers were identified and
further evaluated based on several variables, including gender, grade level, status of following scientific
publications, previous experience of meeting a scientist, and having a scientist in the family. The images
of scientists were analyzed in three main dimensions: appearance, working environment, and work
conducted by the scientist.

According to the findings, it can be stated that pre-service teachers’ images of scientists’
appearance were largely characterized by traditional features. These images commonly included
depictions of male scientists, wearing glasses, dressed in lab coats, older in age, and working alone.
When examined in the context of gender, it was determined that these traditional images were more
frequently drawn by female participants. This finding is consistent with previous studies conducted by
Ocal (2007), Barman et al. (1997), Finson (2003), Muslu and Akgiil (2006), Sahin (2009), Yvonne
(2002), Budak (2023), Bilir et al. (2021), and Kilig¢ (2010), which similarly revealed that students tend
to rely on stereotypical representations rather than producing diverse depictions of scientists. Similarly,
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Karabulut et al. (2023) reported that students predominantly imagined scientists as male, elderly, and
working in laboratories. Reinisch, Krell and Kriiger (2022) also indicated that pre-service teachers often
described scientists as men wearing glasses and lab coats. Supporting this view, Camc1 Erdogan (2018)
emphasized that even gifted students fail to break away from traditional stereotypes. In addition, the
study by Milford and Tippett (2013) demonstrated that pre-service teachers’ scientific experience levels
significantly influence their images of scientists, with those having higher scientific experience
producing less stereotypical and more diverse depictions. Similarly, Meyer, Guenther and Joubert
(2019), in a study conducted within the African context, found that university students from different
faculties often depicted scientists as male figures working in laboratories. Taken together, these findings
indicate that traditional stereotypes about scientists persist across diverse cultural and educational
contexts, suggesting that stereotypical scientist images remain remarkably universal.

It is observed that only female pre-service teachers were placed in the “broader than traditional”
image category. This category reflects the perception that science can be conducted by women or in
collaborative group settings. The absence of male pre-service teachers in this category may suggest that,
among male participants, science is perceived as an individual and male-dominated activity. Supporting
this interpretation, the findings of Goktepeliler, Benli Ozdemir and Kurt (2025) also revealed a similar
trend, indicating that pre-service teachers tend to perceive scientists as more “serious” figures compared
to artists, associating scientific work more strongly with male representations. This result highlights the
need for awareness-raising programs addressing gender representation and interdisciplinary
perspectives in science education. From the perspective of grade level, the “traditional” images were
distributed relatively evenly across all levels, although the number of participants holding these images
was slightly higher among third-year students. Conversely, the “broader than traditional” category
showed no significant differences across grade levels.

Furthermore, variables such as following scientific publications, meeting a scientist, and having
a scientist in the family were found to have no significant effect on pre-service teachers’ images of
scientists’ appearance. This finding aligns with the study by Kara and Akarsu (2015), which suggested
that scientist images are shaped more by cultural representations rather than by individual experiences.
Similarly, Emvalotis and Koutsianou (2018), in their study conducted in Greece, reported that while
students’ perceptions of scientists showed some minor changes, traditional stereotypes still dominated.
These results indicate that the persistence of traditional scientist images among pre-service teachers
cannot be explained solely by age or grade level. Instead, broader sociocultural structures, such as
cultural norms and the education system, play a substantial role in shaping these images.

In the drawings related to the scientists’ field of work, it was observed that the majority of pre-
service teachers depicted images that fell into the “traditional” or “broader than traditional” categories.
These images were largely confined to indoor laboratory settings, including objects such as experimental
equipment, glass tubes, bookshelves, and similar items. This finding is consistent with earlier studies
(Chambers, 1983; Korkmaz & Kavak, 2010; Kibar Kavak, 2008; Gormally & Inghram, 2021). Similarly,
Ozkan et al. (2017) reported that laboratory environments were the dominant theme in university
students’ images of scientists. Such traditional perceptions, which are known to develop at an early age,
have also been found in studies conducted with younger students (Turgut, Oztiirk & Es, 2017; Budak,
2023). In line with these findings, Crump (2024), in a study with 208 undergraduate students at the
Faculty of Science in an Australian university, found that drawings often highlighted lab coats, glasses,
chemical experiments, and solitary work. Only about one-quarter of the participants drew scientists
consistent with their own field of study. Additionally, while 42% of female students drew female
scientists, all male students depicted male scientists. Similarly, Christidou, Bonoti and Kontopoulou
(2016), in a comparative study with children in the United States and Greece, showed that scientists
were predominantly represented through gender-stereotyped and laboratory-centered depictions. In our
study, too, most pre-service teachers portrayed scientists as male individuals working in laboratories.
This finding emphasizes that such representations appear across cultures and highlights the need for
educational interventions.

In this context, it can be stated that pre-service teachers’ awareness of the diversity of scientific
work environments is limited. It is likely that homogeneous and traditional representations in the media
have contributed to this perception (Bakker & Telli, 2023). Avraamidou (2013) also argued that the
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stereotypical image of the “mad scientist” is reinforced through popular culture, where such figures are
portrayed as isolated from society, eccentric, and exaggerated. This interpretation is also relevant to the
few cases in our study that fell into the “sensational” category, where pre-service teachers depicted
scientists as dangerous, strange, or extraordinary figures. These results suggest that popular culture
influences not only children but also pre-service teachers.

The findings related to the topics scientists work on also predominantly fall within the
“traditional” category. The number of representations classified as “broader than traditional” or
“sensational” was relatively limited. In this context, it can be concluded that pre-service teachers’
perceptions regarding the subjects scientists study are also largely stereotypical. Notably, the number of
traditional representations decreased slightly among fourth-year students, while the values for other
grade levels remained relatively similar. Furthermore, variables such as following scientific
publications, having met a scientist, or having a scientist in the family were found to have no significant
effect on these perceptions. Similarly, Giiler and Akman’s (2006) study with preschool children revealed
comparable patterns, as the children tended to describe scientists using terms like potions, experiments,
and mixtures.

The literature generally demonstrates that individuals’ images of scientists begin to form at an
early age (Budak, 2023; Turgut et al., 2017). Considering this, it is crucial to ensure that pre-service
primary teachers, who will work with children in early childhood and elementary education, are well-
prepared in terms of their understanding of the concept of a scientist. Sasmaz Oren (2023) showed that
scenario-based learning activities can positively transform students’ perceptions of scientists and enable
more diverse representations. Similarly, Leblebicioglu, Cetin, Eroglu Dogan, Peten and Capkinoglu
(2020) reported that middle school students who participated in science camps developed more social,
diverse, and realistic images of scientists. These findings highlight the importance of increasing
experiential and participatory learning opportunities in teacher education programs as a means to break
traditional stereotypes. Accordingly, teacher education curricula should include more activities that
highlight diverse representations of male and female scientists across various scientific fields (e.g.,
archaeology, environmental sciences, astrobiology). Furthermore, it is recommended to integrate more
“nature of science”-oriented modules aimed at improving pre-service teachers’ scientific thinking skills.
Within the framework of teacher competencies defined by the Ministry of National Education, the
development of scientific literacy and scientific identity should be explicitly emphasized. In this regard,
hands-on learning experiences, such as field trips, mentorship programs, and science workshops where
pre-service teachers can interact directly with scientists, should be strongly encouraged.
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Anahtar Kelimeler

Egitim alaninda gerceklesen yenilik ve degisimlerin birgogunun amaci dogru bir
bilimin dogasi anlayisina sahip bilimsel okuryazar bireyler yetistirilmesidir.
Bilimi ve bilimin dogasini anlamanm ilk kosulu ise bilgiyi ortaya koyan
bireylerin yani bilim insanlarimin dogru anlagilmasidir. Ciinkii bilim insanlarina
yonelik olumsuz ve yanlis diisiinceler bireyleri bilimden uzaklastirabilmektedir.
Bireylerin bilim insani ile ilgili algilariin okul 6ncesi dénemden itibaren
belirginlesmeye basladigin1 ortaya koyan caligmalar mevcuttur. Ogrencilerin
ozellikle ilkdgretim seviyesinde edindikleri deneyimlerle birlikte zihinlerinde
olusturduklar1 bilim insan1 modeli, gelecekte bilimsel ¢alisma yapip
yapmayacaklarmni, giinliik hayatta karsilastiklari problemleri bilimsel siireg
becerilerini igse kullanarak ¢oziip c¢dzmeyeceklerini de etkilemektedir. Bu
noktadan hareketle bu ¢aligmanin amaci sinif 6gretmeni adaylarinin bilim insan1
imajlarmin belirlenmesidir. Ayrica smif dgretmeni adaylarinin bilim insani
imajlarmin cinsiyet, sinif diizeyi, bilimsel bir yayin takip etme, daha dnce bir
bilim insani ile tanigma ve ailesinde bilim insan1 olma durumuna goére degisip
degismedigi belirlenmistir. Calisma durum ¢aligmast deseni ile yiiriitilmiistiir.
Calisma 2022-2023 egitim 6gretim yili giiz doneminde Mugla Sitki Kogman
Calismaya 149 smif 6gretmeni aday1 katilmistir. Calisma kapsaminda “Bilim
Insan1 Ciz Testi”nin modifiye edilmesi ile tasarlanmis m-DAST kullanilmustir.
Verilerin analizinde, rubrikler kullanilmistir. Rubrikler 3 baglik altinda (bilim
insanmin goriiniimii, bilim insaniin ¢alisma alani, bilim insanmin ¢alismasi)
toplanmigtir. Caligma sonucunda; smif 6gretmeni adaylarmin bilim insani
gOriiniimi ile ilgili imajlarinin “geleneksel”, bilim insaninin ¢aligma alani ile
ilgili imajlarinin ise “geleneksel” ve “gelenekselden daha genis”, bilim insaninin
calismast ile ilgili imajlarinin ise “gelencksel” kategoride oldugu séylenebilir.
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Giris

Bireylerin bilimi dogru bir sekilde tanimasi ve bilime karg1 pozitif bir tutum gelistirmesi ancak
bilim insanini anlama ile miimkiin olabilir (Kuhn, 2008). Bireylerin zihinlerinde bilim insanina ait dogru
bir imaj olusturmak i¢in ilk kosul bilimin dogasin1 anlamaktir (Kaya vd.2008). Pek ¢ok iilkede 6gretim
programlarinin énemli bilesenlerinden biri, dogru bir bilimin dogas1 algisina sahip bilim okuryazari
bireyler yetistirmektir. Ogrencilere dogru bir bilimin dogas1 algis1 edindirecek dgretim ortamlarinin
yapilandirilmasi ancak 6gretmenlerin dogru bir bilimin dogasi algisina sahip olmalar ile miimkiindiir
(Dogan, Cakiroglu, Bilican ve Cavus-Giingéren, 2014). Ancak yapilan arastirmalar dgretmenlerin
bilimin dogas: ile ilgili yanlis anlayislara sahip oldugunu gdstermektedir. Bilimin dogast bilimsel
bilginin ve bilim insanlarinin karakteristik 6zelliklerini, bilimsel yayinlari, bilimin toplumu nasil
etkiledigi gibi konulan kapsamaktadir (McComas, Clough & Almazroa, 1998).

Bireylerde olusan bilim insan1 imaji, bilime ve bilim insanlarina bakis agilarini etkilemektedir.
Bilim insanlarina yonelik olumsuz veya yanlis diisiinceler bireyleri, bilim insanlarindan ve bilimden
uzaklagtirabilmektedir. Bu nedenle 6zellikle son yillarda bireylerin bilim insanina yonelik algilarini
veya bilim insani imajlarin1 ortaya koyan calismalar hizla artmaktadir. Bireylerin bilim insani ile ilgili
algilarinin okul Oncesi donemde belirginlesmeye basladigini ortaya koyan galismalar mevcuttur
(Newton ve Newton, 1992). Okul 6ncesi donemden itibaren bilim insan1 kavrami bireylerin edindigi
tecriibeler ile sekillenir. Ogrencilerin bilim insam imajim etkileyen birgok degisken s6z konusudur.
Medya, aile, akran, ders kitaplar1 ve 6gretmenler 6grencilerdeki bilim insani imajin1 olusturmada etkili
olmaktadir (Schibeci ve Sorenson, 1983; Tenenbaum ve Leaper, 2003; Tiirkmen, 2008).

Tarihsel siire¢ incelendiginde bilim insanina yonelik ilk ¢alisma Meade ve Metraux (1957)
tarafindan 35000 o6grenci ile gergeklestirilen calismadir. Daha sonraki yillarda Chambers (1983)
tarafindan “Bir Bilim Insan1 Ciz Testi — Draw A Scientist Test- DAST” gelistirilmis ve gerceklestirilen
calisma ile yedi bilim insan1 6zelligi (laboratuar onliigii-genellikle beyaz, gozlik, dagilmis sa¢ ve sakal,
arastirma sembolleri, bilgi sembolleri, teknolojik ekipmalar-bilgisayar, mikroskop, teleskop, “Buldum”
gibi baglik yazilar1) ortaya konulmustur. Newton ve Newton (1992), 4-11 yas grubu bireylerin bilim
insani algisini belirledigi ¢alismasinda, DAST’tan yararlanmis ve anlagilmayan noktalar1 ¢ocuklara
sorular sorarak aciga ¢ikarmaya ¢alismiglardir. Bunun sonucunda, bilim insaninin 6zelliklerini figiirsel
ozellikler (cinsiyet, laboratuvar onliigl, gozlik, sakal ve kellik) ve arka plan 6zellikleri (bilimsel bilgi
ve ¢aligma ile ilgili ve bilim siirecine dahil olma ile ilgili) olmak iizere iki baslik altinda toplamiglardir.
Daha sonraki yillarda Finson, Beaver, ve Cramond (1995), arastirmacilarin ¢alismalarinda kolaylik
saglamasi ve en ¢ok goriilen dgeleri kontrol edebilmelerini saglayan “Bilim insan1 Kontrol Listesi —
Draw-a-Scientist Checklist/DAST-C” ni tasarlamislardir. Alan yazin incelendiginde, bireylerin bilim
insan1 imajlarinin ortaya konuldugu pek ¢ok ¢aligma mevcuttur. Bu ¢aligmalarda bireylerin bilim insan
imajlar1, siif diizeyi, kiiltiir, cinsiyet, sosyo ekonomik farkliliklar, yasadig1 yer (Demirbas, 2009;
Erkorkmaz, 2009; Kara, 2013; Urtekin, Polat, Kaya, ve Afacan, 2013; Yontar Togrol, 2013; Ruiz-
Mallen ve Escalas, 2012; Samaras et al., 2012; Narayan, Park, ve Peker, 2009; Barman, Ostlund, Gatto,
ve Halferty ,1997; Chambers, 1993; Song & Kim, 1999; Finson, 2001; Finson, 20003; Finson, Pederson,
ve Thomas, 2006; Koren & Bar, 2009) gibi degiskenler agisindan ele alindig1 goriilmektedir.

Gilinlimiizde egitim alaninda gergeklestirilen reformlar, 6gretmenlerin bilimin dogas1 hakkinda
gecerli kavram ve anlayisa sahip olmasin1 amaglamaktadir. Bir 6gretmenden ne oldugunu bilmedigi ve
anlamadig1 bir konuyu &grencilerine sunmasi ve bu dogrultuda etkin bir sinif ortami hazirlamasi
beklenemez (Akgay, 2011). Smif icerisinde uygulanacak olan 6gretimin planlanmasi sirasinda tarihsel
bilgileri stirece dahil etmek, 6grencilerin bilimsel kesif siirecini anlamalarini saglayacaktir (Kao, Su, ve
Huang, 2005). Finson’a (2002) gore; 6grencilerin bilim ve bilim insanina yonelik algilart okul hayati
boyunca sekillenmektedir. Ozellikle ilkdgretim seviyesinde edindikleri deneyimlerle birlikte
zihinlerinde olusturduklar1 bilim insan1 modeli, gelecekte bilimsel calisma yapip yapmayacaklarini,
giinlik hayatta karsilastiklart problemleri bilimsel siire¢ becerilerini ise kullanarak ¢oziip
cozmeyeceklerini de etkilemektedir. Mathews (1994), 6zellikle bilim insanlarinin yasamlarinin ve
caligmalarmin incelenerek bilim konularinin daha soyut ve insani hale getirilebilecegini ifade etmistir
(Akt: Bakanay, 2015). Bu baglamda, 6grencilere yalnizca bilim insanlarinin isimleri degil; ayni
zamanda bu kisilerin calismalari, karsilastiklar1 engeller ve basar1 hikayeleri de tamtilmalidir. Ozellikle
bilim insanlarinin yapmis olduklarn ¢aligmalarda yaraticilik ve hayal giiciiniin, bilimin gelismesinde
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onemli bir rol oynadigimin vurgulanmasi, bilim insanlarinin da sosyal, kiiltiirel ve tarihsel bir ¢evre
icinde ¢aligmalarmi yiiriittiigiiniin 6grencilere kazandirilmas1 gerekmektedir. Ogrencilerin, “Bilim
insani kimdir? Bilim insani1 nasil ¢aligir? Bilim insanlarinin karakteri nasildir? Biiyiik bilimsel kesiflerin
ardinda yatan hikayeler nedir? Diinyay1 degistiren buluslar 6rnegin; Newton’un kafasina elma diismesi,
bu kadar basit midir yoksa isin 6zii farkli midir?” vb. sorularin cevabini alabilmesi gerekmektedir. Bu
noktada dgrencilerin bilim insaninin ismini bilmesinden 6te, yapmis oldugu ¢aligsmalar hakkinda bilgi
edinmesi, bu caligmalar boyunca hangi siireclerden gectiginin farkinda olunmasi da ayrica nem
tasimaktadir. Ogrencilerin bilim insam farkindaligi ne kadar erken dénemde olusturulursa, arastirmact
yonlerinin gelismesine de o 6l¢iide katki saglayacaktir. Lederman (1992), 6grencilerin bilimin dogasi
hakkindaki kavramlarini gelistirmek i¢in oncelikle 6gretmen ve dgretmen adaylarma odaklanilmasi
gerektigini ifade etmistir. Bu ¢alismada katilimci olarak sinif 6gretmeni adaylarinin secilmesinin temel
nedeni, bu bireylerin ilkokul diizeyinde egitim verecek olmalaridir. Bilim insan1 imaj1, 6grencilerin
bilime ve bilim insanlarina yonelik tutumlarmin sekillenmesinde 6nemli bir rol oynamaktadir.
[Ikdgretim déneminde kazanilan bu imajlar, 6grencilerin bilime olan ilgilerini ve bilimsel diisiinme
becerilerini dogrudan etkileyebilmektedir. Bu nedenle, sinif 6gretmeni adaylariin bilim insanina dair
sahip olduklar1 imajlarin belirlenmesi; gelecekteki 6grencilerine bilimi nasil sunacaklarini, ne tiir
ornekler kullanacaklarin1 ve bilimsel siiregleri nasil modelleyeceklerini anlamak agisindan énemlidir.
Bu baglamda, ¢aligmanin 6gretmen adaylariyla gerceklestirilmesi, erken dénemde bilimsel farkindaligin
desteklenmesine yonelik 6gretmen egitimi stratejilerine 151k tutabilir.

Tiim bu noktalar dikkate alindiginda ileride alanda gorev yapacak simif 6gretmeni adaylariin
yetismesi ayr1 bir 6nem kazanmaktadir. Alanyazin incelendiginde smnif d6gretmeni adaylarinin bilim
insan1 imajlarinin belirlendigi ¢aligmalar mevcuttur. Bu ¢alismalarda sinif 6gretmeni adaylarimin bilim
insan1 imajlarinin siklikla sinif diizeyi ve cinsiyete gore belirlendigi goriilmiistiir (Arslan ve Kartal,
2021; Ozgiin, Giirkan, ve Kahraman, 2018). Bireylerin bilim insam1 imajlarmin etkilenebilecegi ¢ok
fazla faktor oldugu icin bu ¢aligmada alanyazindan farkli olarak sinif 6gretmeni adaylarinin bilimsel bir
yayin takip etme, daha 6nce bir bilim insani ile tanigma ve ailesinde bir bilim insan1 olma degiskenleri
de ele alinmigtir. Ciinkii bilim insan1 imajinin yalnizca demografik degiskenlerle degil, bireylerin bilimle
kurduklar1 kisisel temaslar araciligiyla da sekillenebilecegi diistiniilmektedir. Bu dogrultuda, bu
arastirmada yer verilen “bilimsel yayin takip etme”, “bir bilim insani ile tanisma” ve “ailede bilim insan1
bulunmas1” gibi degiskenler, bireylerin bilime yonelik dogrudan ya da dolayli etkilesimlerini temsil
etmektedir. Bu etkilesimlerin bilim insan1 imaji lizerindeki olas1 etkileri, 6grencilerin bilime olan
ilgilerini, tutumlarini ve mesleki yonelimlerini sekillendirme potansiyeline sahiptir. Alanyazinda bu tiir
kisisel ve etkilesimsel faktorlerin bilim insan1 kimligi ve kariyer beklentileri tizerindeki etkilerini
inceleyen arastirmalar bulunmaktadir (Archer vd., 2010; DeWitt & Archer, 2015; Farland-Smith, 2009).
Bu yoniiyle calisma, mevcut literatiirdeki boslugu doldurmayi ve 6gretmen adaylarinin bilim insani
imajlarmi1 daha derinlemesine degerlendirmeyi amaglamaktadir. Bu yoni ile ¢aligma alan yazina
yenilik¢i katkilar sunmayi hedeflemektedir. Bu noktadan hareketle galismamizin problemi; “Sinif
Ogretmeni adaylarinin bilim insani imajlart nasildir? seklindedir. Calismamizin alt problemleri ise
sunlardir:

1. Smif Ogretmeni adaylarmin bilim insant imajlar1 cinsiyetlerine gore nasil
sekillenmektedir?

2. Simif diizeyi, sinif 6gretmeni adaylarinin bilim insan1 imajlarimi nasil etkilemektedir?

3. Bilimsel yayinlar1 takip etme durumu, adaylarin bilim insani imajlarinda nasil bir rol
oynamaktadir?

4. Daha o6nce bir bilim insan1 ile tanismis olmak, adaylarin bilim insani1 imajlarini nasil
etkilemektedir?

5. Ailesinde bilim insan1 bulunan adaylarin bilim insani imajlar1 nasil sekillenmektedir?

Yontem

Bu caligmada smif 6gretmeni adaylarinin bilim insani ile ilgili imajlar1 ve bu imajlarin cinsiyet,
sinif diizeyi, bilimsel bir yayin takip etme, daha dnce bir bilim insani ile tanisma ve ailesinde bilim
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insan1 olma durumuna gore nasil sekillendigi ele alindigindan, nitel arastirma yaklagimi benimsenmistir.
Nitel aragtirmanin amaci, katilimcilarin algi, deneyim ve yagamlarini anlamlandirmaktir (Fraenkel &
Wallen, 1990; Merriam, 1988). Calisma durum c¢aligmasi deseni ile yiiriitilmistiir. Bu desen ile
incelenecek durum etraflica tanitilir ve katilimeilar bilgilerle aydinlatilir. Veriler sistematik bir sekilde
toplanir ve degiskenler arasindaki iligki derinlemesine aragtirilir (Cepni, 2018).

Bu calisma, Mugla Sitki Kogman Universitesi Bilimsel Arastirma ve Yayn Etigi Kurulu
tarafindan onaylanmistir (Karar No:133, Protokol No0:220151, Tarih:10.10.2022). Arastirma,
Yiiksekogretim Kurumlar1 Bilimsel Arastirma ve Yaym Etigi Yonergesi'ne uygun sekilde
ylritilmiistiir.

Katilimcilara aragtirmanin amaci, kapsami ve veri toplama siireci hakkinda yazili ve sozli
bilgilendirme yapilmistir. Verilerin yalmizca akademik amaglarla kullanilacagi, kimlik bilgilerinin gizli
tutulacagi ve istedikleri zaman arastirmadan cekilebilecekleri acgik¢a ifade edilmistir. Katilimeilar
goniillii olarak arastirmaya dahil olmustur. Goriismeler baslamadan 6nce, arastirmanin igerigi hakkinda
detayli aciklamalar yapilarak sorulara verdikleri cevaplarin degerlendirilecegi gerceve paylasilmistir.
Bu sayede katilimcilarm siirece bilingli ve giivenli bir sekilde katilim1 saglanmastir.

Calisma Grubu

Calisma 2022-2023 egitim dgretim yil1 giiz dosneminde Mugla Sitki Kogman Universitesi Egitim
Fakiiltesi Siif Ogretmenligi 6grencileri ile yiiriitiilmiistiir. Calisma grubunun se¢iminde maliyet ve
zaman unsurlar1 g6z 6niinde bulundurularak kolay 6rnekleme tercih edilmistir. Calismaya 250 6gretmen
adayinin katilmasi planlanmis ancak ¢aligmada goniilliiliik esas oldugu i¢in 149 smif 6gretmeni aday1
caligmaya katilmigtir.

Veri Toplama Araci

Alan yazin incelendiginde, bilim insani ile ilgili imajlarin belirlenmesinde kullanilan farkli veri
toplama araglarinin oldugu goriilmektedir. Bu veri toplama araglari, agiklama ve ¢izim gerektiren agik
uclu sorular olabilecegi gibi, ¢oktan se¢meli sorular ve miilakatlar da olabilir. Tarihsel siireg
incelendiginde bilim insanina yonelik ilk ¢aligma Meade ve Metraux (1957) tarafindan 35000 6grenci
ile gergeklestirilen ¢alismadir. Daha sonraki yillarda Chambers (1983) tarafindan “Bir Bilim Insam Ciz
Testi — Draw A Scientist Test- DAST” gelistirilmis ve gerceklestirilen ¢aligma ile yedi bilim insani
ozelligi (laboratuar onliigii-genellikle beyaz, gozliik, dagilmis sa¢ ve sakal, aragtirma sembolleri, bilgi
sembolleri, teknolojik ekipmalar-bilgisayar, mikroskop, teleskop, “Buldum” gibi baglik yazilar1) ortaya
konulmustur. Bu ¢alisma kapsaminda ise Farland (2003) tarafindan DAST ’in modifiye edilmesi ile
tasarlanmis m-DAST kullanilacaktir. m-DAST iki boliim olarak diizenlenmis, ilk boliim katilimeilarin
demografik ozelliklerini belirlemeye yonelik sorulardan ikinci boliim ise yonerge igeren ¢izimden
olugmaktadir. Calismada uygulanan veri toplama araci asagida sunulmustur:

1. Bdliim:
Cinsiyetiniz: Kiz () Erkek ()
Sinif Diizeyi: 1.simf () 2.smf( ) 3smf ()  4.smf( )
Bilimsel bir yayin takip ediyor musunuz? Evet ( ).................. Hayir ()
Daha 6nce bir bilim insani ile tanistimiz m1? Evet ( )............... Hayir ()
Ailenizde bir bilim insan1 var m1? Evet( )eeevevvininnnn. Hayir ()
2. Boélim:
Yarin herhangi bir yere geziye gideceginizi hayal ediniz. Gittiginiz yerde bir bilim insan1 ¢aligma yapryor
olsun. Bu bilim insanini ¢alisma yaparken ¢iziniz. Ciziminizi agiklaymiz. Daha rahat ¢izim yapmak igin
kagidin arka yiiziinii kullanabilirsiniz.)

Verilerin Analizi

Verilerin analizinde, Farland (2003) tarafindan m-DAST’an elde edilen verilerin analizi i¢in
olusturulan, rubrikler kullanilmistir. Rubrikler 3 baglik altinda (bilim insaninin goriiniimii, bilim
insaninin ¢alisma alani, bilim insaninin ¢aligmast) toplanmistir. Her bir 6gretmen adayinin ¢izimi bu {i¢
baslik cercevesinde degerlendirilerek kategoriler belirlenmistir. Rubriklerde izlenecek yollar asagida
Tablo 1’de sunulmustur.
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Tablo 1. Bilim insan1 imaj1 ¢gizimlerinin degerlendirme rubrigi

Puan  Kategori Goriiniim Caligma Alani Calisma
Bilim insani figiirii net Ortam belirsizdir ya da Bilim insaninin ne
degildir, Cin Ali tarzi smif ortami gibi bilimsel  yaptig1
0 Kategorisiz veya bilim insani baglam tagimayan bir anlagilamamaktadir.
olmayan bir karakter alan ¢izilmistir.
cizilmigtir.
Bilim insani1 tuhaf, Ortam korkutucu, gizli Gergek dis1, abartil,
korkutucu, karikatlirize, = veya fantastiktir; korkutucu deneyler veya
1 Sansasyonel canavara doniismiis bir laboratuvarda olmayan bilim dis1 etkinlikler yer
figiir olarak garip aletler yer alabilir. ~ almaktadir.
betimlenmistir.
Bilim insani1 genellikle Geleneksel bir Gergek olabilecegi
beyaz, erkek, gozlikli, laboratuvar ortami diistiniilen ancak
onliikli klasik figiirler vardir; masa, bilgisayar detaylandirilmayan
2 Geleneksel R o . N
olarak ¢izilmistir. gibi klasik araglar calismalar; yontem veya
bulunur. siire¢ agikca
belirtilmemistir.
Kadin, farkli etnik Saha caligmasi, doga, Bilimsel siireg tim
kokenlerden bilim sanal ortam gibi hatlartyla agiklanmistir;
3 Gelenekselden insanlari, azinlik bir geleneksel laboratuvar yapilan ¢aligmalar
Daha Genis bilim insan1 grubu disindaki gercekei detayli, gercekei ve
bilimsel ortamlar anlamlidir.
cizilmistir.

Veri toplama aracindan elde edilen veriler yukarida verilen rubriklere gore degerlendirilerek
kategoriler olusturulmus, daha sonra SPSS programina bu veriler girilerek, sinif 6gretmeni adaylarinin
cinsiyetlerine, sinif diizeylerine, bilimsel yayin takip etme, daha dnce bir bilim insani ile tanigma ve
ailede bilim insan1 olmasi durumuna gore bilim insani imajlar1 kargilagtirilmigtir.

Verilerin Analiz Siireci

Veri analiz siireci, arastirmanin danismanligini iistlenen alan uzmani arastirmaci ve lisans
Ogrencisi olan birinci yazar tarafindan birlikte yiiriitiilmiistiir. Kodlama islemi iki arastirmaci tarafindan
bagimsiz olarak gergeklestirilmis; 6grencilerin cevaplart m-DAST rubrikleri temel alinarak incelenmis
ve temalara gore siniflandirilmigtir. Kodlama siirecinde ortaya ¢ikan goriis farkliliklari, aragtirmacilar
arasinda yapilan karsilikli tartigmalarla uzlastinlmistir. Kodlayicilar arasi giivenirligi saglamak
amactyla, iki aragtirmacinin ayr1 ayri yaptigi kodlamalar karsilastirilmis ve uyum diizeyi incelenmistir.
Cohen's Kappa giivenirlik katsayis1 hesaplanmamis olmakla birlikte, temalar aras1 yiiksek diizeyde
uyum saglanmistir. Ayrica analiz siireci 6rnek ¢izimler, tablo ve agiklamalarla desteklenerek bulgularin
gecerligi artirllmaya ¢aligilmistir.

Bulgular

Smif 6gretmeni adaylarimin gesitli degiskenler agisindan bilim insani imajlarini belirlemek
amact ile gerceklestirilen calismada elde edilen bulgular asagida tablolar halinde sunulmustur.
Okuyucunun bulgulari1 daha rahat takip edebilmesi i¢in, verilen 6érneklerde, 6gretmen adaylari numaralar
ile kodlanmustir. Kodlamalarda “O” 6gretmen adayini, sayilar ise siralamayi ifade eder. Ornegin O100-
100 numaral1 6gretmen aday1.

Siif 6gretmeni adaylarinin cinsiyetleri ve bilim insaninin goriiniimiine iliskin imajlar
arasindaki iliski Tablo 2°‘de sunulmustur.
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Tablo 2. Siif 6gretmeni adaylarinin cinsiyetlerine gore bilim insani gdriiniimii imajlar1
Bilim insan1 gériiniimii

Kategorisiz  Sansasyonel Geleneksel  Gelenekselden daha genis  Toplam

Kiz 8 1 62 36 107
Erkek 10 0 32 0 42
Toplam 18 1 94 36 149

Tablo 2 incelendiginde, ¢aligmaya katilan 149 Ogretmen adayinin, 18’inin bilim insaninin
goriintimil ile ilgili ¢iziminin kategorisiz ¢izim olarak degerlendirildigi, bu kategorideki ¢izimlerde
Ogretmen adaylarinin “Cin ali” figiirli ¢izdigi goriilmektedir. Kategorisiz ¢izim olarak degerlendirilen
18 Ogretmen adayinin 8’i kiz, 10’u erkektir. Tablo 2 incelendiginde sansasyonel kategoride
degerlendirilen sadece bir dgretmen aday1 olup, cinsiyeti kizdir. Tablo 2 incelendiginde ¢alismaya
katilan 149 6gretmen adayindan 94’iiniin geleneksel kategoride yer aldig1 ve 62’sinin kiz 32’sinin ise
erkek oldugu goriilmektedir. Tablo 2 incelendiginde, calismaya katilan 6gretmen adaylariin sadece
36’s1 gelenekselden daha genis kategorisinde degerlendirilmis olup, bu kategoride degerlendirilen tiim
cevaplar kiz 6gretmen adaylarina aittir.

Smif 6gretmeni adaylarinin cinsiyetleri ve bilim insaninin ¢alisma alanina iligkin imajlari
arasindaki iligski Tablo 3’te sunulmustur.

Tablo 3. Siif 6gretmeni adaylarinin cinsiyetlerine gore bilim insani ¢aligma alani imajlari
Bilim insani ¢alisma alani

Geleneksel Gelenekselden daha genis Toplam
Kiz 62 36 107
Erkek 32 0 42
Toplam 94 36 149

Tablo 3 incelendiginde, caligmaya katilan 149 dgretmen adayinin, 99’unun bilim insaninin
caligma alam ile ilgili “geleneksel” kategorisinde degerlendirildigi ve bu kategoride yer alan 99
Ogretmen adayinin 75’inin kiz, 24’{iniin ise erkek oldugu goriilmektedir. Tablo 3 incelendiginde, 50 sinif
O0gretmeni adaymin bilim insan1 caligma alam “gelenekselden daha genis kategorisinde”
degerlendirilmis olup bu kategoride yer alan 50 6gretmen adayinin 32’si kiz, 18’1 ise erkektir.

Sinif 6gretmeni adaylarinin cinsiyetleri ve bilim insaninin ¢aligmasina iliskin imajlar1 arasindaki
iligki Tablo 4‘te sunulmustur.

Tablo 4. Siif 6gretmeni adaylarinin cinsiyetlerine gore bilim insaninin ¢alismasina iligkin imajlari

Bilim insani ¢aligmasi

Sansasyonel Geleneksel Gelenekselden daha genis Toplam
Kiz 3 62 36 107
Erkek 2 32 0 42
Toplam 5 94 36 149

Tablo 4 incelendiginde, calismaya katilan 149 6gretmen adayinin, besinin bilim insaninin
caligmasina iliskin imajlarmin “sansasyonel” kategorisinde degerlendirildigi ve bu bes Ogretmen
adayinin ii¢liniin kiz, ikisinin ise erkek oldugu goriilmektedir. Tablo 4 incelendiginde calismaya katilan
149 o6gretmen adayinin, 137°sinin bilim insanmin c¢aligmasina iligkin imajlarinin “geleneksel”
kategorisinde degerlendirildigi ve bu kategoride yer alan 6gretmen adaylarinin, 99’unun kiz, 38’inin ise
erkek oldugu belirlenmistir. Caligmaya katilan 6gretmen adaylarindan sadece 7°si “gelenekselden daha
genis” kategorisinde degerlendirilmis olup, besi kiz, ikisi ise erkek 6gretmen adayidir.

Sinif dgretmeni adaylarmin simif diizeyleri ve bilim insaninin goriiniimiine iligkin imajlar
arasindaki iligki Tablo 5’te sunulmustur.
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Tablo 5. Sinf 6gretmeni adaylarinin sinif diizeylerine gore bilim insani goriiniimii imajlari
Bilim insan1 goriiniimii

Kategorisiz Sansasyonel Geleneksel Gelenekselden daha genis Toplam

Birinci sinif 9 0 23 10 42
Ikinci stmif 6 0 22 8 36
Ugiincii simif 3 0 30 8 41
Dordiincii sinif 0 1 19 10 30
Toplam 18 1 94 36 149

Tablo 5 incelendiginde, caligmaya katilan 149 Ogretmen adaymin 18’inin bilim insaninin
goriintimil ile ilgili ¢iziminin “kategorisiz” ¢izim olarak degerlendirildigi ve bu kategoride yer alan
¢izimlerin, dokuzunun birinci sinif, altisinin ikinei sinif, ii¢liniin {igiincii sinif 6gretmen adayina ait
oldugu goriilmektedir. Tablo 5 incelendiginde 94 6gretmen adaymin bilim insami goériiniimiine ait
¢iziminin “geleneksel” kategorisinde degerlendirildigi ve bu kategoride yer alan 6gretmen adaylarinin
23 liniin birinci smif, 22’sinin ikinci sinif, 30’unun tigiincli smif ve 19’unun dordiincii simif oldugu
belirlenmistir. Calismaya katilan 6gretmen adaylarindan 36’nin ise “gelenekselden daha genis”
kategorisinde yer aldig1 sdylenebilir. Bu kategoride yer alan 6gretmen adaylarindan 10’u birinci sinif,
sekizi ikinci sinif, sekizi tiglincii sinif ve 10’u dordiincii siiftir.

Smif 6gretmeni adaylarinin sinif diizeyleri ve bilim insaninin ¢aligma alanina iliskin imajlari
arasindaki iligki Tablo 6’da sunulmustur.

Tablo 6. Sinif 6gretmeni adaylarinin sinif diizeylerine gore bilim insani ¢alisma alani imajlari

Bilim insani1 ¢alisma alan1

Geleneksel Gelenekselden daha genis Toplam
Birinci simif 23 19 42
Ikinci sinif 29 7 36
Ugiincii smif 27 14 41
Dérdiinci simf 20 10 30
Toplam 99 50 149

Tablo 6 incelendiginde, sinif 6gretmeni adaylarinin 99’unun bilim insan1 ¢caligma alani ile ilgili
“gelencksel” kategorisinde yer aldig1 goriillmektedir. Bu kategoride yer alan 6gretmen adaylarinin 23’0
birinci sinif, 29’u ikinci siif, 27’si ligiincii sinif ve 20°si dordiincii siniftir. Tablo 6 incelendiginde, 50
sinif Ogretmeni adaymin bilim insan1 c¢alisma alani “gelenekselden daha genis” kategorisinde
degerlendirilmistir. Bu kategoride yer alan 50 6gretmen adaymin 19’u birinci smif, yedisi ikinci sinif,
14’1 tgtinet smif ve 10°u dordiincii siniftir.

Sinif 6gretmeni adaylariin siif diizeyleri ve bilim insaninin ¢aligmasina iliskin imajlar
arasindaki iligki Tablo 7°de sunulmustur.

Tablo 7. Smif 6gretmeni adaylarinin sinif diizeylerine gore bilim insaninin ¢aligmasina iligkin imajlari

Bilim insani ¢alismasi

Sansasyonel — Geleneksel Gelenekselden daha genis ~ Toplam

Birinci sinif 1 38 3 42
ikinci smf 0 35 1 36
Ucgiincii smif 2 39 0 41
Dordiincii simif 2 25 3 30
Toplam 5 137 7 149

Tablo 7 incelendiginde, ¢aligmaya katilan 149 Ogretmen adayinin, besinin bilim insaninin
caligmasina iligkin imajlarinin “sansasyonel” kategorisinde degerlendirildigi sdylenebilir. Bu bes
Ogretmen adayinin biri birinci sinif, ikisi ti¢iincii sinif, ikisi ise dordiincii siniftir. Tablo 7 incelendiginde
caligmaya katilan 149 6gretmen adayinin, 137’sinin bilim insaninin ¢aligmasina iliskin imajlarinin
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“geleneksel” kategorisinde degerlendirildigi goriilmektedir. Bu kategoride yer alan &gretmen
adaylarmin, 38’1 birinci sinif, 35’1 ikinci sinif, 39’u ii¢lincii sinif ve 25’1 dordiincii siniftir. Calismaya
katilan 6gretmen adaylarindan sadece yedisi “gelenekselden daha genis” kategorisinde degerlendirilmis
olup, ii¢ii birinci smif, biri ikinci sinif, ti¢li dérdiincii sinif 6gretmen adayidir.

Sinif 6gretmeni adaylarinin bilimsel yayin takip etme ve bilim insaninin goriiniimiine iligkin
imajlar1 arasindaki iligski Tablo 8’de sunulmustur.

Tablo 8. Sinif 6gretmeni adaylarinin bilimsel yayin takip etmelerine gore bilim insan1 goriiniimii imajlari

Bilim insan1 goriiniimi

. Gelenekselden
Kategorisiz ~ Sansasyonel  Geleneksel daha genis Toplam
Bilimsel Evet 3 0 17 4 24
yaym Hayir 15 1 77 32 125
takip
etme Toplam 18 1 94 36 149

Tablo 8 incelendiginde, 18 oOgretmen adaymin ‘“kategorisiz” olarak degerlendirildigi
goriilmektedir. Bu 6gretmen adaylarindan iicii bilimsel bir yayin takip ederken 15’1 takip etmemektedir.
Sansasyonel kategoride yer alan bir 6gretmen aday1 olup, bilimsel yayin takip etmemektedir. Tablo
8incelendiginde 94 6gretmen aday1 “geleneksel” kategoride olup, 17’si bilimsel yayin takip ederken,
77’si bilimsel yayin takip etmemektedir. Calismaya katilan 6gretmen adaylarindan 36’s1 “gelenekselden
daha genis” kategorisinde yer almaktadir. Bu 6gretmen adaylarindan dordii bilimsel yayin takip ederken
32’si bilimsel yayin takip etmemektedir.

Sinif 6gretmeni adaylarinin bilimsel yayin takip etme ve bilim insaninin ¢alisma alanina iligkin
imajlart arasindaki iligski Tablo 9°da sunulmustur.

Tablo 9. Simif 6gretmeni adaylarinin bilimsel yayin takip etmelerine gore bilim insan1 ¢aligma alani imajlari

Bilim insani ¢aligma alani
Geleneksel  Gelenekselden daha genis  Toplam

. : Evet 17 7 24
Bilimsel yayin takip etme

Hayir 82 43 125

Toplam 99 50 149

Tablo 9 incelendiginde, sinif 6gretmeni adaylarimin 99’unun bilim insan1 ¢alisma alani ile ilgili
“geleneksel” kategorisinde degerlendirildigi goriilmektedir. Bu kategoride yer alan O6gretmen
adaylarinin 17’si bilimsel bir yayin takip ederken, 82’si bilimsel bir yayin takip etmemektedir. Tablo 9
incelendiginde, 50 simif 6gretmeni adaymnmn bilim insan1 ¢alisma alam1 “gelenekselden daha genis”
kategorisinde degerlendirilmistir. Bu kategoride yer alan 50 6gretmen adayinin yedisi bilimsel bir yaym
takip ederken 43’1 bilimsel bir yayin takip etmemektedir.

Siif dgretmeni adaylarinin bilimsel yayin takip etme ve bilim insanimin ¢aligmasina iligkin
imajlar1 arasindaki iligski Tablo 10’da sunulmustur.

Tablo 10. Sinif 6gretmeni adaylarinin bilimsel yayin takip etmelerine gore bilim insaninin ¢aligmasina iliskin
imajlar1

Bilim insani ¢alismasi

Sansasyonel Geleneksel Gelenekselden daha genis  Toplam

Bilimsel Evet 0 24 0 24
yayn takip Hayir 5 113 7 125
etme Toplam 5 137 7 149

Tablo 10 incelendiginde, calismaya katilan 149 6gretmen adayinin, besinin bilim insaninin
caligmasina iligkin imajlarinin “sansasyonel” kategorisinde degerlendirildigi goriilmektedir. Bu bes
ogretmen adayinin besi de bilimsel yay takip etmemektedir. Tablo 10 incelendiginde ¢aligmaya katilan
149 ogretmen adayinin, 137’sinin bilim insaninin calismasina iliskin imajlarinin “geleneksel”
kategorisinde degerlendirildigi goriilmektedir. Bu kategoride yer alan Ogretmen adaylarinin, 24’
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bilimsel yayin takip ederken, 113’ bilimsel yaymn takip etmemektedir. Caligmaya katilan 6gretmen
adaylarindan sadece yedisi “gelenckselden daha genis” kategorisinde degerlendirilmis olup, yedi
Ogretmen aday1 da bilimsel yayin takip etmemektedir.

Siif 6gretmeni adaylarmin bilim insam ile tanigma ve bilim insanimin goriiniimiine iligkin
imajlar1 arasindaki iligski Tablo 11°de sunulmustur.

Tablo 11. Sinif 6gretmeni adaylarinin bilim insani ile tanisma durumlarina gore bilim insani goriiniimii imajlar
Bilim insan1 goriiniimii

Kategorisiz Sansasyonel Geleneksel Gelenekselfien Toplam
daha genis
Bilim Evet 2 0 9 8 19
insantile g, 16 | 85 28 130
tanigsma
Toplam 18 1 94 36 149

Tablo 11 incelendiginde, 18 O&gretmen adaymim “kategorisiz” olarak degerlendirildigi
goriilmektedir. Bu 6gretmen adaylarindan 16’s1 daha 6nce bir bilim insani ile tamismadigini ifade
ederken, sadece ikisi daha once bir bilim insani ile tanisti§ini ifade etmistir. Tablo 11 incelendiginde,
“geleneksel” kategoride degerlendirilen 6gretmen adaylarindan dokuzu daha once bir bilim insani ile
tanistigin1 85°1 ise daha dnce bir bilim insani ile tanigmadigini dile getirmistir. Tablo 11 incelendiginde
“gelenekselden daha genis” kategorisinde yer alan sekiz 6gretmen aday1 daha once bir bilim insani ile
tanistigini ifade ederken, 28 dgretmen aday1 daha 6nce bir bilim insani ile tanismadigini ifade etmistir.

Sinif 6gretmeni adaylarinin bilim insani ile tanigma durumlarina gore bilim insaninin ¢alisma
alanina iliskin imajlar arasindaki iliski Tablo 12‘de sunulmustur.

Tablo 12. Sinif 6gretmeni adaylarinin bilim insani ile tanisma durumlarina gore bilim insan1 ¢aligma alani imajlart

Bilim insani1 ¢aligma alani

Geleneksel  Gelenekselden daha genis  Toplam

Evet 11 8 19
Bilim insani ile tanisma ~ Hayir 88 42 130
Toplam 99 50 149

Tablo 12 incelendiginde, “geleneksel” kategoride degerlendirilen 99 &gretmen adaymnm 11°1
daha 6nce bir bilim insani ile tanistigini, 88’1 ise tanigmadigimi ifade etmistir. Benzer sekilde
“gelenekselden daha genis” kategorisinde yer alan 50 6gretmen adayinin sekizi daha 6nce bir bilim
insani ile tanigtigini ifade ederken 42’si tanigmadigini ifade etmistir.

Siif 6gretmeni adaylarinin bilim insani ile tanisma durumlarina gore bilim insaninin
caligmasina iliskin imajlar1 arasindaki iligki Tablo 13’te sunulmustur.

Tablo 13. Sinif 6gretmeni adaylarinin bilim insani ile tanigsma durumlarina gore bilim insaninin ¢alismasina iligkin
imajlari

Bilim insani ¢alismasi

Sansasyonel Geleneksel —Gelenekselden daha genis  Toplam

Bilim Evet 0 17 2 19
insani ile Hayir 5 120 5 130
tanigma

Toplam 5 137 7 149

Tablo 13 incelendiginde, calismaya katilan 149 ¢gretmen adayinin, besinin bilim insaninin
caligmasina iligskin imajlarinin “sansasyonel” kategorisinde degerlendirildigi goriilmektedir. Bu bes
O0gretmen adayinin besi de daha once bir bilim insani ile tanigmadigini ifade etmistir. Tablo 13
incelendiginde caligmaya katilan 149 6gretmen adayinin, 137’sinin bilim insaninin ¢aligmasina iligkin
imajlarmin “geleneksel” kategorisinde degerlendirildigi goriilmektedir. Bu kategoride yer alan
O0gretmen adaylarinin, sadece 17’si daha once bir bilim insani ile tamigmis, 120°si tanismamustir.
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Caligmaya katilan 0gretmen adaylarindan sadece yedisi “gelenekselden daha genis” kategorisinde
degerlendirilmis olup, yedi 6gretmen adayinin ikisi daha once bir bilim insan ile tanigtigini ifade
ederken besi daha dnce bir bilim insani ile tanigmadigini ifade etmistir.

Sinif 6gretmeni adaylarinin ailede bilim insani olma ve bilim insaninin goriiniimiine iligkin
imajlar1 arasindaki iligski Tablo 14’te sunulmustur.

Tablo 14. Sinif 6gretmeni adaylarinin ailede bilim insani olma durumlaria gére bilim insani goriiniimii imajlar1

Bilim insan1 goriiniimi

Kategorisiz  Sansasyonel Geleneksel Gelenekselden Toplam
daha genis
Ailede Evet 0 0 4 2 6
bilim
insant Hayir 18 1 90 34 143
olma
durumu Toplam 18 1 94 36 149

Tablo 14 incelendiginde, ¢alismaya katilan 149 6gretmen adayindan sadece altisinin ailesinde
bir bilim insan1 yer almaktadir. Ailesinde bilim insani olan 6gretmen adaylarindan ikisinin bilim insan
gorintimii ile 1ilgili imaji “gelenekselden daha genis” kategorisinde degerlendirilirken, dordii
“geleneksel” kategorisinde degerlendirilmistir. Calismaya katilan 143 6gretmen adayinin ailesinde bir
bilim insan1 yoktur. Bu kategoride yer alan 6gretmen adaylarmin 18’1 “kategorisiz”, biri “sansasyonel”,
94’1 “geleneksel” ve 36°s1 “gelenekselden daha genis” kategorisinde yer almistir.

Sinif 6gretmeni adaylarinin ailesinde bilim insani1 olma durumuna gore bilim insaninin ¢aligsma
alanina iliskin imajlar arasindaki iligski Tablo 15°te sunulmustur.

Tablo 15. Sinif 6gretmeni adaylarinin ailesinde bilim insani olma durumuna gore bilim insani ¢alisma alani
imajlart

Bilim insan1 ¢alisma alan1

Geleneksel Geleneksel@en daha Toplam
genis
) o Evet 4 2 6
Ailede bilim insan1 olma Hayir 95 48 143
durumu
Toplam 99 50 149

Tablo 15 incelendiginde, ailesinde bilim insani bulunan alt1 6gretmen adaynin dordii bilim
insaninin calisma alani ile “geleneksel” kategoride degerlendirilirken, ikisi “gelenekselden daha genis”
kategorisinde yer almigtir. Caligmaya katilan 143 6gretmen adayimin ise ailesinde bir bilim insan1 yoktur.
Ailesinde bilim insan1 olmayan 6gretmen adaylarindan 95’1 “geleneksel”, 48’1 “gelenekselden daha
genis” kategorisinde yer almaktadir.

Smif ogretmeni adaylarinin ailesinde bilim insani olma durumuna gore bilim insaninin
caligmasina iligkin imajlar1 arasindaki iligki Tablo 16’da sunulmustur.

Tablo 16. Smif 6gretmeni adaylarinin ailesinde bilim insani olma durumuna gore bilim insaninin ¢alismasina
iliskin imajlar1

Bilim insani1 galismasi
Gelenekselden daha

Sansasyonel  Geleneksel ) Toplam
genis
Ailede bilim ~ Evet 0 6 0 6
insani olma  Hayir 5 131 7 143
durumu Toplam 5 137 7 149

Tablo 16 incelendiginde, ailesinde bilim insan1 olan alti 6gretmen adayinin, bilim insaninin
caligmasina iliskin imajinin “geleneksel” kategoride yer aldig1 goriilmektedir. Ailesinde bilim insan1 yer
almayan 6gretmen adaylarinin ise bilim insaninin ¢aligmasina iligkin, besinin “sansasyonel”, 131’inin
“geleneksel” ve yedisinin “gelenekselden daha genis” kategorisinde yer aldig1 goriillmektedir.

Ogretmen adaylarmin ¢izimlerine 6rnekler asagida sunulmustur.
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033: (Kiz-1.sinif-bilimsel
yaywn takip ediyor-ailesinde
bilim insant yok-daha énce
bir  bilim  insam  ile
karsilagmamas)

Yukaridaki ¢izim birinci sinifa devam eden kiz 6gretmen adayina aittir. Ogretmen aday1 bilimsel
yayin takip etmektedir. Ogretmen adayinin ailesinde bir bilim insan1 yoktur ve daha 6nce de bir bilim
insan1 ile tamgmamustir. Ogretmen adayma ait ¢izim ve agiklamalar incelendiginde, bilim insaninin
goriiniimil, ¢caligma alan1 ve ¢aligmasi ile ilgili “geleneksel” kategoride degerlendirilmistir. Cizimden de
anlagilacagi gibi 6gretmen aday1 erkek, kel, gozliiklii, beyaz ve onliikk giyen bir bilim insan1 ¢izmistir.
Ayni zamanda masas1 {izerinde de geleneksel deney malzemelerinin yer aldigi sdylenebilir. Ogretmen
aday1 aciklamasinda laboratuvarda yani kapali bir alanda bilim insaninin ¢alisma yaptigini ifade etmistir.

Ogretmen aday1 bilim insaninin ¢alismasina ait detayli bilgi vermemistir.

0:107  (Kiz-3.sumf-bilimsel
bir yayin takip etmiyor-
daha once bir bilim insan
ile tamismamis- ailede bir
bilim insani yok.)

Yukarida yer alan ¢izim ii¢iincii stnifa devam eden kiz gretmen adayina aittir. Ogretmen adayi
bilimsel yayn takip etmemektedir. Daha 6nce bir bilim insani ile tanismamis ve ailesinde de bir bilim
insan1 yoktur. Ogretmen adayma ait ¢izim, bilim insaninin gériiniimii ve c¢aligma alam agisindan
“geleneksel”, bilim insanmin c¢aligmasi agisindan ise “sansasyonel” kategoride degerlendirilmistir.
Bilim insanimin goriiniimiinde onliik, dagimik sag¢ gibi geleneksel unsurlarin yer aldigi goriilmektedir.
Bilim insan1 kapali alanda ¢alismaktadir. Bilim insaninin ¢alismasi incelendiginde ise, 6gretmen adayi,

yapay ortamda insan iiretme seklinde bir ifade de bulunmustur.
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Jana Tanat Gizumn Yapimax I¢

0:140 (Kiz-4.sinif-
bilimsel  yayin  takip
etmiyor-daha énce bilim
insant ile tamismamis-
ailesinde bilim insani

yok)

Yukarida yer alan ¢izim dérdiincii smifa devam eden kiz 6gretmen adayina aittir. Ogretmen
aday1 bilimsel yayin takip etmemektedir. Daha dnce bir bilim insani ile tanigmamis ve ailesinde de bir
bilim insan1 yoktur. Ogretmen adayina ait ¢izim, bilim insanmin gériiniimii ve ¢alisma alan1 agisindan
“geleneksel”, bilim insaninin ¢aligmasi agisindan ise “sansasyonel” kategoride degerlendirilmistir.
Bilim insanmin goériiniimiinde onliik, daginik sa¢ gibi geleneksel unsurlarin yer aldig1 goriilmektedir.
Bilim insan1 kapali1 alanda galigmaktadir. Bilim insaninin ¢aligmasi incelendiginde ise, 6gretmen adayz,
laboratuvar ortaminda 6liimstizliik iksiri iizerinde ¢aligmaktadir.

026: (Kiz-1.sinif-
Yo boral W Wl pilimsel yayin  takip

A ¢ AN ¥ 3 Meraclanarate calsssles | ediyor-daha once
- bilim insani ile

tanismis-ailede bilim
insani var)

Yukarida yer alan ¢izim birinci sinifa devam eden kiz gretmen adayina aittir. Ogretmen aday1
bilimsel yayin takip etmekte, daha 6nce bilim insani ile tanigsmig ve ailesinde bir bilim insan1 vardir.
Ogretmen adayia ait ¢izim ve agiklama incelendiginde, bilim insaninmn gériiniimii ve calisma alan
acisindan “gelenekselden daha genis” kategoride, bilim insan1 ¢aligmasi agisindan degerlendirildiginde
ise “geleneksel” kategorisinde yer almaktadir.

Tartisma, Sonuc ve Oneriler

Bu ¢aligmada siif 6gretmeni adaylarinin bilim insan1 imajlar1 belirlenmis; ek olarak bu imajlar,
cinsiyet, sinif diizeyi, bilimsel yayn takip etme durumu, daha dnce bir bilim insani ile tanigma ve ailede
bilim insan1 olma gibi degiskenler agisindan degerlendirilmistir. Ogretmen adaylarmin bilim insan
imajlar1, goriiniim, ¢calisma alan1 ve ¢aligma konusu olmak iizere {li¢ temel boyutta ele alinmigtir.

Arastirma bulgularina gore, sinif 6gretmeni adaylariin bilim insaninin goriiniimiine iliskin
imajlarmin biiyiik oranda geleneksel 6zellikler tagidigi sdylenebilir. Bu kategoriye giren imajlar; erkek,
gozIukll, laboratuvar 6nliigli giymis, yash ve yalniz calisan bilim insanmi temsillerini igermektedir.
Cinsiyet baglaminda incelendiginde, bu geleneksel imajlarin daha ¢ok kadin Ogretmen adaylari
tarafindan ¢izildigi belirlenmistir. Bu bulgu, Ocal (2007), Barman vd. (1997), Finson (2003), Muslu ve
Akgiil (2006), Sahin (2009), Yvonne (2002), Budak (2023), Bilir vd (2021) ve Kili¢ (2010) gibi 6nceki
caligmalarla ortlismektedir. Bu arastirmalarda da 0&grencilerin geleneksel kaliplarin  Gtesine
gecemedikleri ortaya konmustur. Benzer sekilde, Karabulut vd., (2023), 6grencilerin bilim insanlarimni
cogunlukla erkek, yasli ve laboratuvarda calisan bireyler olarak hayal ettiklerini bildirmistir. Reinisch,

253



Egitim Kuram ve Uygulama Aragtirmalar1 Dergisi 2025, Cilt 11, Say1 2, 242-258 Sevgi SALIM, Meryem GORECEK BAYBARS

Krell, ve Kriiger, (2022), 6gretmen adaylarinin bilim insanlarin1 genellikle gozliik takan, laboratuvar
onliigii giymis erkek bireyler olarak betimlediklerini belirtmistir. Camc1 Erdogan (2018) da iistiin
yetenekli 6grencilerin dahi geleneksel imajlardan uzaklagamadigini vurgulamistir. Milford ve Tippett’in
(2013) caligmasi ise dgretmen adaylariin bilimsel deneyim diizeylerinin, gelistirdikleri bilim insani
imajlan iizerinde etkili oldugunu gostermektedir. Bilimsel deneyimi yliksek olan adaylar, daha az
stereotipik ve daha cesitli imajlar ortaya koymaktadir. Meyer, Guenther, ve Joubert, (2019) Afrika
baglaminda gerceklestirdigi arastirma da farkli fakiiltelerden {iniversite 6grencilerinin biiyiik olclide
benzer bicimde erkek ve laboratuvarda galisan bilim insani imajlarn ¢izdigini gdstermektedir. Bu
bulgular, bilim insan1 imajlarinin kiiltiirel baglamdan bagimsiz olarak evrensel diizeyde benzer bicimde
siirdiigiinii gostermektedir.

Yalnizca kiz 6gretmen adaylarmin “gelenekselden daha genis” imaj kategorisinde yer aldigi
goriilmektedir. Bu kategori, bilimin kadmnlar ya da topluluklar tarafindan yapilabilecegi anlayisim
icermektedir. Erkek 6gretmen adaylarinin bu kategoride yer almamasi, erkek adaylar arasinda bilimin
bireysel ve erkek egemen bir faaliyet olarak algilandigina isaret ediyor olabilir. Goktepeliler, Benli
Ozdemir ve Kurt (2025) bulgulari da benzer bir egilimi ortaya koymakta; 6gretmen adaylarmin bilim
insanlarini sanatcilardan daha “ciddi” ve erkek figiiriine yakin temsillerle algiladiklar1 saptanmaistir. Bu
sonug, disiplinler arasi ve toplumsal cinsiyet temsillerine yonelik bilinglendirici programlarin
gerekliligini ortaya koymaktadir. Sinif diizeyi acisindan bakildiginda, “geleneksel” imajlar her simif
diizeyinde benzer oranlarda dagilim gostermektedir; 6zellikle ii¢iincii sinif diizeyinde bu imaja sahip
adaylarin sayis1 biraz daha fazladir. “Gelenekselden daha genis” kategori ise siniflar arasinda belirgin
bir farklilik gostermemektedir.

Bilimsel yaym takip etme, bilim insam ile tamigma ve ailede bilim insan1 olma gibi
degiskenlerin, 6gretmen adaylarin bilim insaninin goriiniimiine iliskin imajlar1 {izerinde anlamli bir
etkisinin bulunmadig1 goériilmiistiir. Bu bulgu, Kara ve Akarsu’nun (2015) galismasiyla paralel bigimde,
bireylerin bilim insan1 imajlarinin daha ¢ok Kkiiltlirel temsillere dayandigini diislindiirmektedir.
Emvalotis ve Koutsianou’nun (2018) Yunanistan’da gerceklestirdikleri arastirmada da benzer bi¢cimde,
Ogrencilerin bilim insan1 algilarinda sinirli degisimler gézlemlense de geleneksel kaliplarin hala baskin
oldugu ifade edilmistir. Bu durum, 6gretmen adaylarinin geleneksel bilim insan1 imajina yonelmelerinin
sadece yas ya da sinif diizeyinden kaynaklanmadigini; ayn1 zamanda toplumsal kiiltiir ve egitim sistemi
gibi daha derin yapisal etkenlerin de bu imajlarin olusumunda rol oynadigini géstermektedir.

Bilim insaninin ¢aligma alanina iliskin gizimlerde de 6gretmen adaylarinin bilyiik gogunlugunun
“geleneksel” ya da “gelenekselden daha genis” kategorilere yoneldigi goriilmektedir. Bu kategorideki
imajlar, kapali alan, laboratuvar, deney malzemeleri, cam tiipler, kitapliklar ve benzeri nesnelerle
sinirlidir. Bu durum, Chambers (1983), Korkmaz ve Kavak (2010), Kibar Kavak (2008) ve Gormally
ve Inghram (2021) gibi calismalarla uyumludur. Ozkan vd., (2017) iiniversite grencilerinin bilim insani
imgelerinde kapali laboratuvar ortamlarinin 6ne ¢iktigini1 ortaya koymustur. Bu geleneksel algilar,
ozellikle erken yasta sekillendigi i¢in, bu yaslardaki 6grencilerle yapilan c¢alismalarda da benzer
bulgulara rastlanmaktadir (Turgut, Oztiirk ve Es, 2017; Budak, 2023). Crump (2024), Avustralya'daki
bir iiniversitenin fen fakiiltesinde 6grenim goren 208 lisans 6grencisi ile yapmis oldugu ¢alismada da,
cizimlerde genellikle laboratuvar onliigii, gozliik, kimyasal deneyler ve yalniz calisma 6zelliklerin 6n
plana ¢iktig1, calismaya katilan 6grencilerin yalnizca dortte birinin kendi uzmanlik alani ile uyumlu
bilim insani ¢izimi yaptifi, kadin Ogrencilerin %42'sinin kadin bilim insanlarn c¢izerken, erkek
Ogrencilerin tamaminin erkek bilim insanlari ¢izdigi belirlenmistir. Benzer bicimde, Christidou, Bonoti,
ve Kontopoulou (2016)’nin Amerika ve Yunanistan’daki ¢ocuklarla gergeklestirdigi karsilagtirmali
arastirma, bilim insanlarimin cinsiyetg¢i ve laboratuvar merkezli temsillerle resmedildigini géstermistir.
Calismamizda da benzer bigimde 6gretmen adaylarinin ¢ogunun bilim insanini laboratuvarda calisan
erkek bireyler olarak betimledigi belirlenmistir. Bu durum, kiiltiirler arast benzer temsillerin
bulundugunu ve egitsel miidahalelerin gerekliligini vurgulamaktadir.

Bu baglamda, oOgretmen adaylarmin bilimsel c¢alisma alanlarmin ¢esitliligine iligkin
farkindaliklarinin simirli oldugu soylenebilir. Medyada yer alan tekdiize ve geleneksel temsillerin bu
alginmn olugsumunda etkili oldugu disiinilmektedir (Bakker ve Telli, 2023). Avraamidou (2013),
cocuklarm zihninde sekillenen “¢ilgin bilim insan1” stereotipinin 6zellikle popiiler kiiltiir araciligiyla
beslendigini ve bu figiirlerin toplumdan izole, sira dis1 ve abartili bigimlerde sunuldugunu ifade etmistir.

254



Egitim Kuram ve Uygulama Aragtirmalar1 Dergisi 2025, Cilt 11, Say1 2, 242-258 Sevgi SALIM, Meryem GORECEK BAYBARS

Bu bulgu, ¢alismamizda yalnizca birka¢ 6gretmen adaymin yer aldig1 “sansasyonel” kategori i¢in de
aciklayici niteliktedir. S6z konusu adaylar, bilim insanini tehlikeli, tuhaf ya da olagan dig1 bir figiir
olarak temsil etmislerdir. Bu da popiiler kiiltiirliin yalnizca ¢ocuklart degil, 6gretmen adaylarin1 da
etkiledigini gostermektedir.

Bilim insaninin calistigi konulara iligkin bulgular da benzer bigimde agirlikli olarak
“geleneksel” kategoride yogunlagmaktadir. “Gelenekselden daha genis” ve “sansasyonel” kategorilerde
yer alan temsil sayist oldukca sinirlidir. Bu baglamda, 6gretmen adaylarinin bilim insani ¢aligmalar1
hakkinda sahip olduklar1 algilarin da stereotypik oldugu anlasilmaktadir. Ozellikle dérdiincii simf
diizeyinde geleneksel kategorideki temsil sayisinin azaldigi, diger siniflarda ise birbirine yakin degerler
gozlemlendigi belirlenmistir. Bu alanda da bilimsel yayin takip etme, bir bilim insani ile tanisma ya da
ailede bilim insan1 olma gibi degiskenlerin imajlar iizerinde anlamli bir etkisinin olmadig1 goriilmiistir.
Bu durum, Giiler ve Akman’m (2006) okul oncesi ¢ocuklarla gerceklestirdigi calismada da benzer
bigimde gozlemlenmis; ¢ocuklarin bilim insanini iksir, deney ve karisim gibi ifadelerle tanimladiklar
gorilmiigtiir.

Alan yazin genel olarak bireylerin bilim insani imajlarinin erken yaslarda sekillenmeye
bagladigimi ortaya koymaktadir (Budak, 2023; Turgut vd., 2017). Bu durum gz Oniinde
bulunduruldugunda, o6zellikle erken c¢ocukluk ve ilkokul doénemlerinde goérev alacak sinif
Ogretmenlerinin bilim insant kavrami konusunda donanimli bigimde yetistirilmesi biiylik 6nem arz
etmektedir. Sagsmaz Oren (2023), senaryoya dayali 6grenme etkinliklerinin dgrencilerin bilim insan
algilarin1 olumlu yonde doniistiirebildigini ve daha cesitli temsillere olanak tanidigini ortaya koymustur.
Benzer sekilde, Leblebicioglu, Cetin, Eroglu Dogan, metin Peten ve Capkinoglu (2020), bilim
kamplarina katilan ortaokul 6grencilerinin bilim insan1 imgelerinde daha sosyal, ¢esitli ve gercekci
temsillere yer verdiklerini rapor etmistir. Bu sonuglar, 6gretmen yetistirme programlarinda deneyimsel
ve katilime1 6grenme ortamlarinin artirilmasinin, geleneksel kaliplarin kirilmasinda etkili olabilecegini
gostermektedir. Bu dogrultuda, 6gretmen yetistirme programlarinda; farkli bilim alanlarinda (arkeoloji,
cevre bilimleri, astrobiyoloji gibi) calisan kadin ve erkek bilim insanlarinin temsillerine yer veren
etkinliklerin sayist artirilmalidir. Ayrica, Ogretmen adaylarmin bilimsel diisiinme becerilerini
gelistirmeye yonelik “bilimin dogasi” odakli modiillere daha fazla yer verilmesi 6nerilmektedir. Milli
Egitim Bakanlig1 tarafindan tanimlanan 6gretmen yeterlikleri gercevesinde, dgretmen adaylarinin
bilimsel okuryazarlik ve bilimsel kimlik gelistirme yeterliklerinin agik bir sekilde vurgulanmasi
gerekmektedir. Bu kapsamda, 6gretmen adaylarinin bilim insanlartyla etkilesim kurabilecekleri saha
gezileri, mentorluk programlari ve bilim atdlyeleri gibi uygulamali etkinlikler tesvik edilmelidir.
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